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ABSTRACT

COUNSELOR SUPERVISORS' PERCEPTIONS OF THE IMPORTANCE OF SOCIAL
JUSTICE COMPETENCE IN NOVICE COUNSELORS

By
Elisabeth Bradley Simpson
August 2017

Dissertation supervised by Dr. Jocelyn Gregoire
This study explores counselor supervisors’ perceptions of social justice
competence (SJC) in novice counselors during the hiring process through the use of the
Social Justice Competence Desirability Inventory (SJCDI). A total of 109 counselor
supervisors completed the SJCDI, an instrument developed for the purpose of this study,
and responses were evaluated through principal axis factoring. A series of one-way
multivariate analyses of variance (MANOVAs) explored whether perceptions of the
importance of SJC differed among demographic and professional characteristics. The
results of this study show that counselor supervisors perceive empathy & self-awareness,
social action, and the development of critical consciousness as important areas of
competence for novice counselors to possess. Information presented can be used by
educators, administrators, and supervisors in the development of counselor education
curriculum and training that includes social justice principles.
iv
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Chapter 1: Introduction
Social justice in counseling has re-emerged as an area of interest and focus, both
in research on competence and advocacy and in practice. While some have referred to
social justice as the 5th force in counseling (Ratts, 2009), others have taken the position
that social justice has always been a foundation of the counseling profession (Crethar,
Rivera, & Nash, 2008; Smith, Reynolds, & Rovnak, 2009). In both camps, the
importance of preparing counselor trainees to be competent when working with
individuals who have been oppressed, marginalized, discriminated against, or
experienced a history of injustice(s) has been and continues to be an agreed upon theme
among counselor educators and practitioners. This is further supported by the inclusion of
social and cultural competence in the Council for Accreditation of Counseling & Related
Educational Program (CACREP) standards (CACREP, 2016), the development of
various frameworks and models of social justice competence, and the use of social justice
competence scales.
Some counseling programs have gone as far as dedicating their mission and
curricula to training novice counselors to be social justice advocates. However, the
counseling profession has yet to come to a general agreement of what social justice
competence (SJC) looks like in practice and how to best train counselors for future work
that will require them to be competent in this area. More specifically, the counseling
literature has yet to fully explore how those working in the field as supervisors perceive
SJC and how SJC in novice counselors could be a factor when competing for
employment post-graduation. This chapter will provide an overview of social justice
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competence, identify the problem and theoretical framework for research, and describe
the purpose and research questions to be addressed.
Statement of the problem
Although there has been continued growth in the research and literature on social
justice counseling, advocacy, and educational practices, research in counseling has yet to
focus on the perspectives of those working in the field as supervisors, some of whom are
involved in the hiring process. Social work research has explored how social workers
define and apply social justice (Olson, Reid, Threadgill-Goldson, Riffe, & Ryan, 2013)
but similar studies have yet to be seen in empirically based counseling research. The lack
of empirical data on social justice competence in counseling, specifically research around
the perspectives of those in supervisory positions, puts the profession at a disadvantage
when compared to other helping professions, such as social work.
It is important to focus attention on the perspectives of those working in the field
of counseling in addition to studying counselor trainee and counselor self-efficacy in
social justice and the inclusion of social justice principles in counselor education
curriculum. Practicing counselors are able to provide insight on real world application of
social justice principles and areas of social justice competence that are necessary for
work with various client populations. In particular, focusing on the views of counselor
supervisors during the hiring process provides additional insight on which areas of
competence in social justice principles and practice are considered important when they
are seeking to hire novice counselors. Counselor supervisors who are involved in the
hiring process may be considering individuals from various educational backgrounds for
positions in their agency, practice, or school. In order for counselor educators to better
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prepare trainees for competitive hiring in a helping profession it is important to have a
complete understanding of what those in hiring positions are looking for during the
interview process.
Considering the projected job growth in the health care and social assistance
industry, this is a timely topic on which to focus. According to the U.S. Bureau of Labor
Statistics (2013), the health care and social assistance industry is projected to add almost
5 million jobs between 2012 and 2022 at an annual growth rate of 2.6%. Therapists and
substance abuse and behavioral disorder counselors are listed as some of the fastest
growing occupations with community and social service occupations projected to grow
17.2% between 2012 and 2022. According to the U.S. Department of Education, National
Center for Educational Statistics (National Center for Educational Statistics, 2016)
48,723 individuals graduated with a master’s degree in a social and behavioral sciences
field in 2011-12. Despite ongoing efforts made by professional counselor advocates to
differentiate and highlight counselors’ skills from other specialty fields, such as
psychology or social work, novice counselors applying for entry-level positions postgraduation will likely be competing for jobs that are open to a range of individuals. In the
absence of research that explores hiring practices of counselors, this study hopes to shed
light onto one area of competence that may differentiate other helping professions from
counseling during the hiring process. The models and frameworks of social justice
competence identified by counseling supervisors and perceived as important when hiring
novice counselors can be used by counselor educators when developing and expanding
curriculum that would, in turn, produce novice counselors who are equally qualified for
helping professional positions.
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Counselor supervisors who are not limited to hiring graduates from counseling
programs may be selecting new hires from other academic specialty areas that are
grounded in or more focused on social justice principles, such as social workers. Social
justice competence may be one factor that differentiates counselors from social workers
during the hiring practice given the diverse populations served by helping professionals.
For this reason, it is important to consider what counselor supervisors are looking for
during the hiring process in terms of social justice competence to ensure that novice
counselors are prepared to meet the needs of a growing industry where they are
competing for jobs along with those who come from different academic backgrounds.
In reviewing literature for this study it is important to reflect upon the absence of
recent research, in general, around hiring practices in counseling or social work. Research
has examined demographic characteristics of counselors post-graduation, including
employment status, self-reported preparedness to work in counselor settings, selfreported multicultural competence related to training and employment variables, and the
applicability of counseling skills to non-counseling occupations (Cristiani, & Cristiani,
1979; McBride, 2011; Munley, Pate, & Duncan, 2008). Efforts to locate counseling
literature focused on hiring practices of counselor supervisors produced no results. It is
the belief of this author that the lack of literature on the hiring of counselors is not an
indication that the counseling profession is not concerned about the characteristics of
counselor graduates that those in hiring positions are looking for. Ethical codes and
accreditation standards support the need for education on social justice issues and
continued competent practice post-graduation. Rather, the absence of research may be a
reflection of the counseling profession’s push to build a foundation of empirical studies
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focusing on counseling theory, techniques, competence, and training to maintain status
when compared to other, long-standing, helping professions (i.e. psychology and social
work).
One should not assume that counselor educators are not interested in developing
counselor trainees and graduates that are competent and marketable to employers when
compared to other helping professions. However, acquiring education and skills that are
never put to use in an employment setting would be a waste of resources and time for
both students and educators. The question of what counselor supervisors are looking for
when interviewing and hiring novice counselors is an important one to consider,
including in the context of social justice competence. The counseling profession
continues to make strides in professional advocacy but competition remains for
occupations seeking individuals with a range of educational backgrounds, licenses, or
certifications.
For example, it is not uncommon for a position to list licensure as a professional
counselor or social worker as a job qualification. This is not to say that counselors are
solely competing against social workers for jobs. Individuals with various educational
backgrounds, including counseling and social work, may fulfill the qualification
standards for a position based on general educational requirements but are competing
with others based on skills, knowledge, and awareness of working with specific
populations. Counselor supervisors who are involved in the hiring process may be
looking to hire individuals who exhibit qualities that align with social justice models and
frameworks of competence without being aware that they are doing so. Being that social
justice and advocacy are key areas of competence in social work, investigating social
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justice competence in counselors, and what those in positions to hire novice counselors
are looking for, can ultimately help to ensure that novice counselors are not at a
disadvantage during the hiring process when compared to other helping professionals
who are competing for the same job.
As the counseling profession continues to emphasize the need for professional
counselors to be competent in social justice, as evidenced by recent updates to CACREP
accreditation standards (CACREP, 2016) and the endorsement of the Advocacy
Competencies by the American Counseling Association (Ratts, Toporek, & Lewis, 2010),
it is important to expand knowledge around social justice counseling. Novice counselors
who are competent in this area can be an asset to an organization or school as well as the
client population served. At the individual level, counselors who possess competence in
social justice are able to address inequitable, social, economic, and political injustices
that often have a connection to mental health rather than over relying on traditional
counseling paradigms that tend to focus solely on the individual without regard for
environmental influences (Ratts, 2009). Those working from a social justice framework
are able to develop interventions that consider the inequities and injustices clients have
experienced (Crethar & Winterowd, 2011). This comprehensive approach to counseling
is yet another advantage novice counselors would have over others competing for
counseling jobs.
As the literature review will show, a variety of frameworks and models of SJC
exist for counselor educators to utilize. Many of these share characteristics and domains
of competence but the number that exist related to the field of counseling may be a point
of confusion for counselor educators hoping to incorporate basic tenets of SJC into
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curriculum. Exploration of the domains of SJC that counseling supervisors identify as
important could add to the social justice counseling literature in a useful, practical context
rather than adding another general SJC framework to the mix.
As hypothesized, domains of competence expected to emerge from this study
align with existing frameworks of SJC. Counselor educators can use this information to
narrow down which of the existing frameworks are most relevant to pull from compared
to demographic characteristics of the areas served and counseling specialties taught at
their respective institutions. Supervisors are in a unique position to report what
characteristics, knowledge, and experience they look for when hiring counselors. From a
SJC perspective, having a better understanding of what areas of competence are most
appealing or important to supervisors during the hiring process can be useful in the
development of curriculum and coursework on social justice in counseling. The
development of the survey instrument for this study and the resulting research will aid in
this effort.
Purpose of the study
The purpose of this study is to gain a better understanding of the view counselor
supervisors have of SJC in novice counselors during the hiring process. Two primary
research questions are addressed:


Research question #1. What areas of social justice competence are
perceived by counseling supervisors to be important in the process of
hiring of counselors?
o Hypothesis #1. Analysis of survey results will show various
domains of social justice competence that supervisors identify as

7

important during the hiring process. Competence areas expected to
emerge based on the literature reviewed include social action,
empathy, critical consciousness, and self-awareness.


Research question #2. Do perceptions of the importance of identified areas
of social justice competence in counselors during the hiring process differ
according to demographic (age, gender, race, region, and employment
setting) or professional (type of program, degree obtained, and years of
experience) characteristics among counseling supervisors?
o Hypothesis #2. Significant differences will be seen according to
demographic characteristics. (e.g., years of supervisory experience
and regions of the United States).
o Hypothesis #3. Respondents who have graduated from accredited
programs will report that areas of social justice competence are
more important than those who did not graduate from accredited
programs. Those who have obtained doctoral degrees will report
that areas of social justice competence are more important than
those who have obtained associates, bachelors, or master’s
degrees. Those with less years of experience will report that areas
of social justice competence are more important than those who
have more years of experience.

Social justice work has been said to include the empowerment of individuals and
family systems to self-advocate and for those in helping professions to advocate with and
on behalf of those who experience oppression, injustices, discrimination, etc. (Crethar &
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Winterowd, 2011; Olsen et al., 2013; Ratts, Toporek, & Lewis, 2010). Social justice has
been referred to as both a goal and a process in counseling (Crethar & Winterowd, 2011).
In taking both of these constructs into consideration, it is the intent of this researcher to
provide additional support to the literature around SJC through identifying different areas
of competence that counseling supervisors report as important. While the Advocacy
Competencies have been endorsed by the American Counseling Association, other
frameworks and models of SJC offer perspectives and recommendations for inclusion in
counseling courses should not be overlooked. The significance of the existing
frameworks and models of SJC will be discussed in future chapters as well as how the
areas of SJC identified by counselor supervisors in this study can be linked to existing
models and frameworks of social justice counseling and applied in practice.
One of the major goals of this study is to help inform counselor educators of all
specialty areas in the continued development of coursework and curriculum focused on
SJC. CACREP (2016) offers guidelines for programs to ensure social and cultural
competence. It is hypothesized that those who have graduated from a CACREP
accredited program, have earned a doctoral degree, and/or have less years of experience
will report that areas of social justice competence are more important. Justification for
this stems from the inclusion of social justice in CACREP guidelines (CACREP, 1994,
2001, 2009, 2016), increased awareness of and commitment to social justice competence
in counselor education over the past decade, and research that suggests that graduates
from CACREP accredited programs score significantly higher on the NCE in the
knowledge area of Social and Cultural Foundations than graduates of non-CACREP
accredited programs (Adams, 2005).
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It is expected that those who have graduated from CACREP accredited programs
since social and cultural competence have been added as a core knowledge domain (thus
having fewer years of experience) have competed courses and/or coursework that focused
on social justice as these programs are required to report student learning outcomes. NonCACREP accredited programs may also include coursework that focuses on social justice
theory and practice. However, student learning outcomes for these programs are not
reported to a singular entity and research has shown that a significant difference in the
knowledge area of Social and Cultural Foundations between students from CACREP
accredited programs and students from non-CACREP accredited programs as assessed by
the NCE exists (Scott, 2001). Therefore, it can be hypothesized that those who have
graduated from CACREP accredited programs will be more likely to report that social
justice competencies are important during the hiring process.
Furthermore, those who have earned a doctoral degree from a CACREP
accredited program would also be required to have additional education around social and
multicultural theories, supervision, practice, advocacy, and educational practices
(CACREP, 2009, 2016). Dong, Ethridge, Rodgers-Bonaccorsy, & Oire (2016) found that
rehabilitation counselor educators with more teaching experience or who held higher
academic positions reported a lower rate in perceiving social justice as important.
Although the present study is not solely focused on members of academia, participants
may currently work in a counselor education position but meet the survey criteria for
being a past supervisor. These individuals may be more likely to report that areas of
social justice competence are less important in the hiring process.
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For programs accredited by CACREP, assessing student learning outcomes and
ongoing program evaluation are necessary for program development and sustainability.
Part of the program evaluation process may include asking counseling supervisors who
have supervised a counseling student during practicum or internship to evaluate both the
student and the counseling program. CACREP has made an effort to promote the
involvement of stakeholders, including employers, in program evaluations for
accountability and quality assurance purposes (Warden & Benshoff, 2012). Counselor
education programs conducting program evaluations benefit from the perspectives of
those working in the field for numerous reasons but primarily for the purpose of
enhancing students’ learning and growth. Other reasons include supervisors’ perceptions
of student competence, identification of client populations served, factors contributing to
students’ successes in working with clients, and areas for improvement of training preplacement. Identifying the areas of SJC that counseling supervisors perceive to be
important when hiring novice counselors can add another dimension to a program
evaluation that will ultimately benefit the counselor trainee.
The development of the Social Justice Competence Desirability Inventory
(SJCDI) by this author and results of this study fill a gap in the literature that considers
the perspective of those working in the field and hiring novice counselors while taking all
relevant frameworks and models of SJC into consideration. Future research could expand
upon this study exploring, possibly through qualitative methods, the experiences of
counseling supervisors or further examining how those working in the counseling field
define SJC. Educators and program evaluators could use the SJCDI as a tool during
program development, the CACREP accreditation or re-accreditation process, and when
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developing or reviewing existing course objectives, such as the goals and objectives
outlined in practicum and internship.
Theoretical foundation
The work of Paulo Freire (2000) in his revolutionary publication Pedagogy of the
Oppressed could not be overlooked when considering a theoretical foundation for the
research proposed in this dissertation. Various studies reviewed for Chapter 2 cited Freire
and his writings on the process of conscientização or critical consciousness (Ratts,
Anthony, & Santos, 2010; Segal, 2011; Smith, Baluch, Bernabei, Robohm, & Sheehy,
2003). When taking the perspective that the humanistic and historical task of the
oppressed is to liberate themselves and their oppressors, counselors (the oppressors) must
have an understanding of how the problems clients (the oppressed) experience are
connected to the therapeutic relationship. Work being done in counseling can also be
effected by social power and privilege at the counselor-student/client and student/clientenvironment levels. Development of SJC includes addressing how clients are subject to
systemic oppression, discrimination, and injustices by those in privileged statuses as well
as examining how the counselor can be viewed as a person in a privileged status by the
client.
Considering counselors as “oppressors” may take a shift in the general view that
society has of a helping profession. Counselors are in unique positions to form
relationships and bonds with clients in an altruistic fashion. Codes of ethics hold
counselors to a standard that works against the notion of counselors as oppressors.
However, educators discussed by Freire are no different. It would not be expected that an
elementary school teacher is oppressive toward a young child. In these relationships, the
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oppressors are not overtly oppressing their clients/students. The oppression occurs
innocuously. Counselors may become burdened with high caseloads and experience
compassion fatigue or burnout, agency demands and policies can impede the
development of genuine therapeutic relationships, supervisors may direct counselors to
perform their job in a certain way, or counselors may not feel that they can advocate for
their clients at the administrative level. Continuously examining ones worldview and
being aware of privileged statuses can aid counselors, and counselor educators, in
understanding how they can work against an oppressive system. Just as counselor
trainees must examine their own world view and prejudices, counselor educators must
self-evaluate their role in the learning process and how they are perceived by students.
It becomes the responsibility of those educating and supervising counselors to
consciously present education around social justice issues in a manner that discourages a
“banking concept” of education, where knowledge is bestowed on the learner by the
teacher, and encourages students to develop critical consciousness. The development of
critical and abstract thinking is essential to working in a helping profession and is a lifelong endeavor. In order to work toward this developmental goal, learners should be
challenged to consider alternative perspectives and world-views. Promoting diversity and
critical reflection are essential to the learning process of counseling students and the
development of critical consciousness. Moving away from lecturing “at” students and
toward the understanding that teachers are simultaneously students, and vice versa, a
counselor trainee or novice counselor ceases to be viewed as a receptacle that can be
filled with knowledge. When working to develop social justice competence, counselor
educators can work to develop instructional strategies and activities that promote abstract
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thinking and reflection, resulting in a full understanding of how diversity in client
populations is not limited to cultural identity. Specific recommendations and current
practices will be discussed in greater detail in Chapter 5 of the final dissertation.
Limiting development of critical consciousness ultimately serves the interests of
the “oppressors.” In the context of counselor education, teachers can be viewed as the
“oppressors” when stifling the ability of students (the oppressed) to reflect and act upon
their reality, engage in self-discovery, and express themselves. Teachers are in a position
to critically examine the student-teacher relationship in order for knowledge to emerge
and competence to develop. According to Friere (2000), this occurs through invention
and re-invention, through the restless, impatient, continuing, hopeful inquiry human
beings pursue in the world, with the world, and with each other.
In the context of the counselor/client-student relationship or the
counselor/counselor supervisor relationship, the administration can be viewed as the
“oppressors” from a systemic perspective. In an agency setting, funding sources and
governmental regulations underlie services and the extent of services provided to those
who must first “qualify” for services. For example, in a rehabilitation counseling setting,
an individual with a disability must first be deemed eligible for services before being
provided with job placement assistance. This requires the individual to provide medical
documentation proving that they have a disability, complete intake interviews, and then
be deemed a priority for the agency. Federal and state governments determine eligibility
criteria, the amount of funds available to counselors who provide services, and the types
of services counselors provide. When the types of services provided are not determined
by those actually providing the services, counselor supervisors and counselors can be
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considered as an oppressed group while also serving as the oppressors of clients who
have been oppressed. Freire might classify counselor supervisors and counselors as
revolutionary leaders, whose role it is to liberate and be liberated with the people.
The action of “dialogue”, the way by which people achieve significance as human
beings (Freire, 2000), can be of key importance in the counselor/client-student and
counselor supervisor/counselor relationships. Those who have been denied the right to
dialogue must first reclaim it in order to reinstate their right to speak their word (p. 88).
As a whole, the counseling profession has made a shift toward a client centered approach
where services are touted as being driven by the clients’ needs and goals. However, when
a hierarchical system is determining the limits to these services and imposing the limits
on the counselor supervisors and counselors, who have to actively advocate for change, it
is ultimately the clients who are not being afforded the opportunity to share in the
dialogue around their services.
Friere explains that the dialogue must not be a situation where some name on
behalf of others or an instrument for the domination of one person by another. In this
light, from the top down, everyone involved in the process of providing and receiving
counseling services should have an equal voice in order for the oppressed and
marginalized to be liberated. Even for those counselors practicing independent of an
agency, billing and insurance regulations often drive services rendered. Corporate or
private counseling agencies, criminal institutions, and federal and state service providers
are even more so regulated by systemic oppressors. Educators are driven by the
institutions they work for and institutional beliefs that influence policy, research, and
pedagogy. Educators and supervisors who discourage the banking concept of education
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and are aware of the lack of dialogue between the oppressed and the oppressors are in
positions where challenging critical consciousness at various levels could be meaningful.
The SJC frameworks reviewed, discussed, and used in the development of the
survey for this dissertation present an approach to counselor education that mirrors
Freire’s “praxis.” Praxis, or social action, requires an understanding of social power
divisions and oppression and is brought about through the reflection and understanding
developed through consciousness raising (Segal, 2011). As supported by CACREP
standards (2016), developing social justice competence is necessary for counselor
trainees who will ultimately be hired to work with individuals and groups who have
experienced oppression and social injustices. Addressing the areas of social justice
competence that counselor supervisors view as important in the hiring process will aid in
this endeavor.
Key terms and definitions
Social justice competence is a construct that is not concretely defined– an issue
that is not limited to the counseling profession. It is not the intent of this study to lend
support for how the counseling profession defines “social justice counseling” or “social
justice advocacy.” Smith et al. (2003) offer an approach to social justice counseling that
aligns with the theoretical underpinnings of this study. The authors suggest that a social
justice approach to counseling is based on (a) the acknowledgement of broad, systematic
societal inequities and oppression and (b) the assumption of the inevitable, if
unintentional, location of every individual within this system. Counselors applying a
social justice approach work to contribute to the elimination of systematic oppression in
the forms of racism, sexism, heterosexism, classism, and other biases (Smith et al., 2003).
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Social justice counseling will therefore be defined as acknowledging systematic societal
inequities and oppression while working toward equity and justice for and with
marginalized individuals and groups.
Counseling supervisors will be any professional counselor who is currently
working as a supervisor, has worked as a counselor supervisor at any point in the past, or
who has served in a role where they have been actively involved in the hiring of
counselors. Novice counselors will be any individual who has graduated from a
counseling program within the past 5 years and is being hired into any setting in which
counseling services are provided. This will include, but is not limited to community
mental health agencies, substance abuse and treatment facilities, schools, rehabilitation
counseling agencies (public and private), family and couples counseling service
providers, and career counseling services such as those provided in higher education
settings.
Areas of competence were identified following the collection of survey data. It
was expected that the areas of competence identified by counseling supervisors will differ
in levels of importance and by demographic characteristics. The methodology outlined in
later chapters will offer further exploration of how the task of identifying domains was
achieved.
It is the hope of this researcher that both the methods of data collection as well as
the results of this study serve as a reference point for the counseling profession regarding
social justice principles, competence, and how educators can approach both in academia
to benefit future practitioners and the clients they serve. The following chapters provide a
summary and synthesis of the current literature on frameworks and models of social
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justice competence, assessments used to evaluate social justice competence, and the
research design of the dissertation.
Methodology summary
This research was conducted through a quantitative design using a survey
instrument developed by the researcher called the Social Justice Competence Desirability
Inventory (SJCDI). Prior to the development of the SJCDI, multiple existing selfassessment instruments were reviewed and it was determined that in order to meet the
needs of this study, modifications of these assessments would be substantial and thus
have an impact on established reliability and validity. Therefore, it was necessary to
create a new survey rather than pull items from existing instruments for use in this
dissertation. The SJCDI consists of basic demographic questions and questions about the
respondent’s perception of the importance of social justice competence when hiring
novice counselors. The instrument was pilot tested with a sample of 10 counseling
supervisors to ensure that it was easy to understand, that the questions were relevant and
demonstrate good face validity, and to gauge the time needed to complete the instrument.
The intended sample consisted of individuals who have been or are currently
supervisors at a counseling agency or school OR those who work in a role that requires
involvement in the hiring process. Participants were 18 and older and received a request
to participate in the study via email. The survey target group was solicited from
professional counselor listserv’-s, contacts solicited from colleagues and acquaintances,
and through snowball sampling.
Data collection occurred online and through the dissemination of paper surveys.
At the onset of survey dissemination and upon receiving IRB approval, counseling
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professionals were sent an email inviting them to participate in the study. Emails were
distributed over professional listserv’-s that could be accessed by the principal
investigator and by professional organizational contacts. Following an amendment to the
IRB, paper surveys were sent to vocational rehabilitation counselor supervisors at state
vocational rehabilitation agencies in each region. Paper surveys were also disseminated to
counselor education and supervision doctoral students at Duquesne University. Data
analysis was conducted through the use of SPSS statistics 22. Analyses include
descriptive and inferential statistics, Multivariate Analyses of Variance (MANOVA’s),
and Analyses of Variance (ANOVA’s).
Potential limitations
Research focused on social justice underscores the importance of transparency
from the researcher in his/her awareness of cultural self-awareness, worldview,
assumptions, biases, and motivations for conducting the study (Fassinger & Morrow,
2013). This is not an area to be overlooked. How these concerns might have an impact on
the development of the SJCDI and analysis have been addressed in later chapters and
necessary steps were taken to ensure that biases are identified and corrected throughout
the study.
In light of this, the use of the SJCDI will help to mitigate limitations that could
more easily result from engaging in other research approaches. Other forms of analysis,
such as phenomenology, have been used in research focused on multiculturalism and
social justice. However, the focus of this study is not intended to be on the lived
experiences of those who hire novice counselors or the history of hiring practices in
counseling agencies.
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An extensive review of instruments that assess social justice competence
produced no existing surveys that could be adapted for use in this study without
significantly modifying items, which would have an impact on reliability and validity.
Therefore, it was necessary for the researcher to develop the SJCDI. Because the SJCDI
will have not undergone psychometric analyses or have established construct and
criterion-related validity and reliability, use of this survey will impose a limitation on this
study. Further psychometric testing of the SCDI may be an area for future research but
limitations resulting from use of this survey for the dissertation are addressed in the
discussion of the results.
Although steps were taken during the research process to ensure that the survey
items were based on theoretical frameworks and models of SJC that are currently
discussed in counseling literature, it is possible that literature exists that was not found or
available at the time of this study. Survey items were developed solely by this researcher
and thus, experimenter bias may be a factor limiting the results of this study. Additional
limitations may come with the process of data collection and survey completion. The
steps taken to mitigate these limitations, including steps to engage potential participants
during survey distribution and to encourage completion, are discussed in Chapter 3.
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Chapter 2: Literature Review
Various frameworks and models of social justice competence have been proposed
by those in the helping professions. The question of whether or not existing models and
frameworks of social justice competence align with counselor supervisors' desire to hire
novice counselors who demonstrate competence in this area has yet to be explored. The
primary construct of interest in this dissertation is social justice competence in
counseling. Research in counseling has seen an increased focus on social justice and
advocacy competence over the past century with the belief that helping professionals can
no longer provide successful and meaningful services to clients without expanding their
roles to include social justice advocacy (Ratts & Hutchins, 2009).
The concepts of social justice and advocacy are intrinsically linked in counseling
(Ratts, Toporek, & Lewis, 2010) with the goal of social justice counseling being that
those who have been oppressed or marginalized achieving social quality (Lee, 2012).
Advocacy has been defined as “an action taken by a counseling professional to facilitate
the removal of external and institutional barriers to clients’ well-being” (Toporek, 2000,
p. 6). When these two constructs are linked in the counseling profession there develops a
need for competencies to be identified.
The objective of this study is to identify the areas or domains of social justice
competence which counselor supervisors perceive as important when hiring counselors.
The following sections will provide an overview of the various frameworks and models
of competence in social justice found in counseling, counseling psychology, and social
work literature as well as a review of the existing measures of competence.
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Literature reviewed related to frameworks and models of competence included
articles published within the past 15 years. Search terms included “social justice
competence”, “social justice model”, “social justice framework”, “social justice
advocacy”, and “social justice counseling.” Publications selected included those that
offered a clear outline of a model of SJC rather than a conceptual review of literature or
model for curriculum development. From the review of literature focused on models and
frameworks of SJC developed the sub-section of literature from the field of social work
as well as articles discussing alternative viewpoints around social justice in counseling
and practice.
In addition to an extensive review of literature on existing frameworks and
models of social justice competence, a comprehensive review was conducted on
assessments of social justice competence in helping professions. The number of existing
instruments and scales measuring social justice competence are limited. However, those
included in this section are both relevant to the counseling profession and had the
potential to be referenced in the development of the survey for this study. References to
Paulo Friere were found cited in articles reviewed for the frameworks/models of
competence section of Chapter 2. Further reading of Pedagogy of the Oppressed (Friere,
2000) helped to inform the theoretical foundation for this dissertation.
Frameworks/models of competence
American Counseling Association Advocacy Competencies
With an increased focus in the literature on preparing counselors to advocate for
social justice, counselor educators must keep abreast of the theoretical foundations and
models for training master’s level counselor trainees in advocacy competence, as well as

22

the needs of student’s post-graduation, primarily in the area of marketability in the hiring
process. Historically, the counseling profession has lacked in clarity for how to put social
justice into practice. It has been argued that those working in the helping professions
cannot operate solely from the comfort of their offices if they wish to serve their
constituencies (Ratts & Hutchins, 2009). The development of the American Counseling
Association (ACA) Advocacy Competencies (AC) offers counseling professionals a
conceptual framework for how counselors can be change agents and advocates. Rooted in
advocacy, the AC help to address oppressive social structures and ensure that clients and
the problems they present will be examined beyond the predominant counseling models
that focus largely on clients gaining insight (Ratts, Lewis, & Toporek, 2010).
The AC include three levels of advocacy: client/student, school/community, and
public arena with each level containing two domains (advocacy with and advocacy on
behalf of the individual) with specific competency areas inherent within each level. The
client/student level of advocacy has 13 competency areas between the two client/student
domains: Empowerment and Client or Student Advocacy. The school/community level of
advocacy has 14 competency areas between the domains of community collaboration and
systems advocacy. The third level, public arena, has 10 competency areas between the
two domains: Public information and social/political advocacy (Ratts, Toporek, & Lewis,
2010).
Competence can be measured against the Advocacy Competencies SelfAssessment (ACSA) Survey©, developed by Manivong J. Ratts and Amy Ford (2010),
which will be discussed in greater detail in a later section of Chapter 2. When compared
to other frameworks and models of social justice competence, the AC clearly focus on the
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need for counselors to be provided with adequate advocacy training. CACREP Standards
(2016) list two references within Section 2: Professional Counseling Identity that address
the need for general counseling curriculum to cover core areas of knowledge around
social justice advocacy. These Standards include:
2.F.1.e. Advocacy processes needed to address institutional and social barriers
that impede access, equity, and success for clients.
2.F.2.b Theories and models of multicultural counseling, cultural identity
development, and social justice and advocacy.
In addition to the general standards, advocacy is also identified in each of the
counseling specialty areas. Counselor education programs seeking to maintain or become
accredited by CACREP could utilize the ACA AC’s when developing curriculum that
incorporates this core area of knowledge in coursework for entry-level counselor trainees.
However, the question of how to operationalize the three levels of advocacy competence
remains. Although the ACA Advocacy Competencies text (Ratts, Toporek, & Lewis,
2010) offers chapters that address advocacy across populations, settings, and specialty
areas, the views of the authors of each chapter may not reflect those of a larger
population of counselor supervisors, who will ultimately be in a position to hire counselor
education graduates. The results of this study will help to fill this gap, while presenting
other areas or domains of SJC that are not solely focused on advocacy.
Liberation model
Steele (2008) proposes the use of the Liberation Model in the development of a
constructivist approach to social justice advocacy training in master’s-level counseling
programs. This model was developed to add to the literature around pedagogical
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approaches used by counselor educators in preparation of counselors. Unlike other
models, the Liberation Model lends easily to implementation in an already established
masters level counseling program without the need for a complete overhaul of program
tenets, requirements, or curriculum.
Grounded in Paulo Freire’s philosophy of education and the philosophy of
constructivism, the Liberation Model can be implemented in four phases as it would
relate to the instruction of social justice advocacy. Social justice advocacy is defined as
professional practice, research, or scholarship intended to identify and intervene in social
policies and practices that have a negative impact on the mental health of clients who are
marginalized on the basis of their social status (Steel, 2008). Through discourse analysis
and action plan development, students are able to identify and address real life problems
while working toward furthering their understanding of how the problem could be solved.
Phase 1 focuses attention on the instructor lecturing about social justice advocacy in
counseling, Phase 2 is dedicated to examining the explicit and implicit cultural and
political ideology of counseling, Phase 3 is a synthesis and interdisciplinary study of what
was learned in the first two phases, and Phase 4 is the development of an action plan. The
result of this process is both an expansion of critical consciousness and an understanding
of how to work toward ending societal oppression. Steele (2008) posits that the
constructivist and problem-posing approaches used in the Liberation Model are effective
for social justice advocacy training because the both have as their main concern the
development of the kind of reflective thinking skills determined by the profession to be
necessary for social justice advocacy. Counselor educators seeking to develop
coursework or curriculum that addresses SJC could look to models such as the one
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proposed by Steele and, along with the results of the present study, develop coursework
that would most benefit master’s-level counseling students as they enter the workforce.
Science-Practitioner-Advocate model
As previously mentioned, discussions concerning instructional practices that
counselor educators can use to inform the development of curriculum focused on SJC is
limited (Steele, 2008). Mallinckrodt, Miles, and Levy (2014) provide rationale for a
scientist-practitioner-advocate (SPA) training model and discuss the implementation of
the SPA model in the doctoral counselor psychology program at the University of
Tennessee (UT). This training program operationalized social justice advocacy as the
professional activities that facilitate a more equitable distribution of risks, advantages,
opportunities, and resources, together with full and equal participation by all members
within a society.
The curriculum of the counseling psychology program at UT was revised based
on the SPA model first framed by Fassinger and O’Brian in 2000 (Mallinckrodt, Miles, &
Levy, 2014). Guided by the belief that students who are trained as practitioners only to
provide treatment inside the therapy room are not fully prepared, the SPA model offers a
comprehensive graduate training program that prepares students to intervene at both the
individual and systemic level in order to effectively serve clients. Curriculum for social
justice advocacy includes a course called “Advanced Group Methods: Intergroup
Dialogue”, a Social Justice Colloquium, and a two semester Social Justice Practicum.
Knowledge of inequalities, health disparities, inequitable education, bias in
research, and content from other domains (e.g., political science, history, sociology, and
social work), self-awareness, and critical consciousness serve as evidence of competence
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in social justice advocacy in the SPA model. Skill development is evidenced through
components of the Social Justice Advocacy Competencies of the American Counseling
Association. Intergroup dialogue is utilized in the SPA model to attend to
attitudes/values, facilitate communication, and strengthen students’ capacities to promote
social justice. Counselor educators could utilize and modify the curriculum developed by
UT’s counseling psychology program relatively easily as the programs have similar
requirements including multicultural coursework, ethics, and practicum and internship
components. With additional clarity from counselor supervisors in agency settings
regarding the perceived importance of social justice competence, counselor education
departments can better inform changes or modifications in curriculum to include areas of
SJC that will most benefit novice counselors seeking employment.
Intergroup dialogue
In an effort to strengthen culturally competent curriculum and support the
development of culturally competent practitioners, Humphreys (2012) presents a
pedagogical model for using intergroup dialogue within a social work diversity course to
examine levels of cultural competence. Intergroup dialogue allows students to examine
their worldviews and worldviews of others, develop cross-cultural communication skills,
knowledge of the histories of others, and action planning skills in small, peer-facilitated
groups. As a teaching model, intergroup dialogue can support the development of cultural
competence in a supportive and cooperative learning environment (Humphreys, 2012;
Mallinckrodt, Miles, & Levy, 2014).
Intergroup dialogue begins with selecting a small number of students from two or
more social identity groups to work together and discuss various issues and topics that are
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designed to facilitate students’ discussions around social justice topics. The four-stage
framework that intergroup dialogues follow includes (1) forming and building
relationships; (2) exploring experiential differences and commonalities; (3) dialoguing
and exploring controversial topics; and (4) action planning and coalition building.
Humphreys (2012) offers an overview of content and process objectives as well as
structured activities that were selected for use in each of the four intergroup dialogue
stages. This study found that students’ exposure to intergroup dialogue interventions may
have positively impacted their cultural competence scores, as evidenced by statistically
significant gains between pre and post Social Work Cultural Competencies SelfAssessment scores.
Counselor educators may find that intergroup dialogue is an intervention to explore
when developing counseling curriculum that prepares students for culturally competent
and social-justice oriented practice. Various core courses could utilize intergroup
dialogue to facilitate discussions around social justice issues, including ethics, social and
cultural issues, research design, and diagnosis and treatment planning. Topics and
activities presented by Humphreys (2012) could be explored within groups as well as
areas of SJC identified by counseling supervisors as important in the results of this
proposed study. The benefit of exploring the perspectives of counseling supervisors
would be that activities and topics discussed in intergroup dialogues could be tailored to a
counseling specialty area, a region of the country, and different populations served.
Examination of how the perceptions of the importance of identified areas of social justice
competence in counselors during the hiring process differ according to demographic or
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professional characteristics among counseling supervisors will help counselor educators
to do this.
Relational-Cultural theory
Use of relational-cultural theory (RCT) as a framework that complements SJC
development has been proposed by Comstock et al. (2008). RTC is an approach to
counseling that began in response to the notion that traditional theories of counseling and
development fail to address the relational experiences of women and persons in other
marginalized groups. While there has been resistance to including RCT in professional
training programs and clinical practice, the basic tenets of this approach can be used by
counselor educators as a means of joining traditional approaches to counseling with
social justice competencies.
A core tenet of RTC is that healing takes place in the context of mutually
empathic, growth fostering relationships. In using RTC framework with a SJC approach,
competence is built from examining how culture-based relational disconnections are
linked to an individual’s racial/cultural/social identity (Comstock et al., 2008).
Counselors working from a RTC approach are able to affiliate and connect with others in
a mutually empathic and empowering way, as supported by Alfred Adler and Erik
Erikson’s theories, can express their own thoughts and feelings through anticipatory
empathy, which takes the Rogerian notion of empathy one step further, and are able to
acquire relational awareness which develops into the capacity to enable relational
movement.
A benefit of incorporating RCT frameworks for SJC lies in the educator’s ability
to connect the ideas and terminology with existing theoretical frameworks for counseling
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practice. A counselor educator would not be hindered by the need to operationalize SJC
as a separate construct as the techniques and challenges to using RCT are not specific to
social justice advocacy. Empathy, empowerment, relationship development, addressing
disconnections, and considering a client’s need to be accepted or included are all areas of
competence that the traditional counseling theories address and counselor trainees are
expected to develop. Additional insight provided by counseling supervisors could lend
support to the use of RCT in counselor education curriculum if the areas of competence
presented by RCT are identified as important domains of competence when hiring novice
counselors.
Dimensions of social justice model
Group counseling and group work have been identified as one of the core areas of
learning identified by CACREP (2016) that counselor education programs must cover in
the curriculum. Social justice can be an abstract construct and a difficult topic to discuss,
especially in a group context. To address this barrier, Ratts, Anthony, and Santos (2010)
offer the Dimensions of Social Justice Model as a conceptual framework to assist those
working in group settings. Considering this model and incorporating it into group
counseling theories and techniques courses can help to prepare entry level counselors for
addressing social justice issues when working with groups in various settings.
The Dimensions of Social Justice Model outlines five dimensions to describe the
degree to which social justice is actualized within group work. It is the belief of the
authors that integrating social justice into group work occurs in developmental stages and
that the degree to which it is addressed is largely based on the counselors’ competence in
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social justice. Dimensions of this model include (1) naiveté, (2) multicultural integration,
(3) liberatory critical consciousness, (4) empowerment, and (5) social justice advocacy.
Much like other frameworks and models of SJC, the Dimensions of Social Justice
Model pulls from Friere’s theory of conscientização or critical consciousness (Ratts,
Anthony, & Santos, 2010; Segal, 2011; Smith, Baluch, Bernabei, Robohm, & Sheehy
2003). This model also incorporates multicultural and feminist tenets of empowerment
and appreciation for human diversity (Brady-Amoon, 2011; Crethar, Torres Rivera, &
Nash, 2008; Kassan, Fellner, Jones, Palandra, & Wilson, 2014; Nassar-McMillan, 2014;
Ratts, 2011; Sinacore & Enns, 2005). The Dimensions of Social Justice Model is not
limited solely to the exploration of social justice advocacy but incorporates ideas that
align with the ACA Advocacy Competencies within this dimension.
Group work and training in group counseling offers counselor educators and
counselors a platform to discuss social justice with a larger and potentially more diverse
group of individuals. In doing so, counselors must possess competence in social justice
and be willing to integrate social justice into discussions within groups. Counselor
supervisors working in settings that offer group counseling may have a perspective on
what areas of competence in social justice would be most useful or beneficial for a group
worker to develop. Results from this study could mirror domains identified in the
Dimensions of Social Justice Model, thus offering support for the use of this model, or
could identify additional areas of competence not addressed in this model. In either case,
counselor educators and supervisors can benefit from having this information when
developing curriculum, training, and professional development that focuses on the
development of social justice competence.
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Integrated social justice pedagogy model
Various authors have made the case for the integration of multicultural, feminist,
and social justice tenets (Brady-Amoon, 2011; Crethar, Torres Rivera, & Nash, 2008;
Kassan, Fellner, Jones, Palandra, & Wilson, 2014; Nassar-McMillan, 2014; Ratts, 2011;
Sinacore & Enns, 2005). Counselors working from multicultural, feminist, or social
justice counseling paradigms focus on equity, empowerment, privilege, and injustice.
Competence in each of these areas includes knowledge about the impact that social,
political, and economic systems have on human development (Brady-Amoon, 2011). The
integrated social justice (ISJ) pedagogy model, proposed by Sinacore and Enns (2005)
offers a framework for teaching and training that can be applied in counselor education
programs and in the supervision of professional counselors.
Multicultural and feminist theories differ in terms of pedagogical priorities;
multicultural theories tend to focus on social location or identity while feminist theories
are characterized by perspectives taken on the role of gender and sexism. These
differences, as well as others, are often cited as reasons why multicultural, feminist, and
social justice theories are disparate paradigms (Ratts, 2009). However, Sinacore and Enns
highlight four dimensions of multicultural and feminist social justice pedagogies that
share common approaches to practice.
The first dimension, individual empowerment and social change, focuses on the
valuing the individual, his or her worldview, and using consciousness-raising and critical
thinking strategies for transforming social structures and addressing social change.
Knowledge and the knower is proposed as the second dimension of the ISJ pedagogy
model. In this domain, emphasis is placed on the educator to develop curriculum that
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addresses, values, and incorporates multiple forms of knowing and diversity so that the
learner can develop competence. The third dimension of single or multiple oppressions
and privileges dissects the position that instruction should focus on a single aspect of
identity, culture, or social location and makes the case for counselor trainees to be
mindful of the multiple identities and cultures that both they and their clients have that
could influence the counseling process. Finally, the fourth dimension of reflexivity and
self-awareness discusses linking personal and academic experiences. Multicultural,
feminist, and social justice pedagogies all incorporate and support self-reflection as part
of the process of developing competence. Approaches in this dimension are directed
toward helping the educator and the student reflect upon their experiences and roles in the
learning process as part the consciousness-raising process.
Kassan, Fellner, Jones, Palandra, and Wilson (2014) integrated the ISJ pedagogy
model with a supervision practicum course in a doctoral counseling psychology program.
For the purposes of this proposed research, the authors’ findings on the application of the
ISJ pedagogy principles is particularly interesting. In the study, four counseling
psychology doctoral students were assigned to supervise master’s level counselor trainees
completing their practicum. Supervision was provided in both group and individual
settings on a weekly basis. According to narratives provided by the counselor supervisor
trainees, learning in the supervision process occurred primarily through relationships. It
was through these relationships that the supervisor trainees were empowered to engage in
social justice efforts. Supervisor trainees initiated diversity conversations with
supervisees and utilized the process-oriented model of supervision training proposed by
the ISJ pedagogy model to develop critical thinking and self-reflection skills.
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Counselor supervisors surveyed for this study have identified areas of competence
reflected in the ISJ pedagogy model as important when considering novice counselors for
positions within their agency or school. Consequently, counselor educators can use the
ISJ pedagogy model in developing curriculum for master’s level counselor trainees as
well as doctoral level counselor supervisors. As a result, both masters and doctoral level
graduates may be better primed for working with clients and in supervision and thus
more marketable as potential hires in counseling agencies and schools.
Multicultural and advocacy dimensions model
Recognizing that both multiculturalism and social justice counseling acknowledge
the importance of diversity and recognize the impact of oppression, Ratts (2011)
proposes the Multicultural and Advocacy Dimensions (MAD) model as a conceptual
framework for understanding the intersection of multicultural and advocacy
competencies. Based on the Multicultural Counseling Competencies (MCC) and the
American Counseling Association Advocacy Competencies (AC), the MAD illustrates
how competence in these areas can be used to carry out social justice initiatives and put
into practice when working with clients from diverse backgrounds.
Taking the position that other leaders in the social justice counseling movement
have echoed (Brady-Amoon, 2011; Crethar, Torres Rivera, & Nash, 2008; Kassan,
Fellner, Jones, Palandra, & Wilson, 2014; Nassar-McMillan, 2014; Sinacore & Enns,
2005) Ratts (2011) acknowledges the importance of keeping multiculturalism and social
justice as separate “forces” but makes the case for how these two areas of competence are
complementary in nature. Reasons supporting the linkage between MCCs and AC include
the endorsements of both by the ACA, the balance that can be found between in-office
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approaches encouraged by the MCC’s and the out-of-office strategies discussed in the
AC’s, the abstract nature and uncertainty of putting both competence areas into practice,
and the need for the profession to bridge both forces at times.
The MAD model (Figure 1) centers around the working alliance and contends that
other areas, while equally important when applying MCC’s and AC’s in practice, are in
constant shift. The three AC domains and the three MCC areas of competence “orbit”
around the nucleus of this conceptual model. The salience of each area is represented by
its position to the working alliance; the closer the area of competence is to the center, the
greater its relevance in the counseling relationship (Ratts, 2011). When used as a tool in
counseling, the counselor can reflect upon each competence area and determine its
placement in relation to the working alliance. Areas closest to the center can be addressed
with the client and/or a focus for increasing competence in that area by the counselor.
In terms of putting the MAD model into practice in a counselor education
program, counselor trainees could use the model when conceptualizing case vignettes,
role-playing, and during the practicum and internship experience. Although the
competence areas identified in this model are not novel, the illustration and heightened
focus on the movement of these areas in a real-life counseling relationship could be a
new way for counselor educators and supervisors to illustrate how multicultural and
social justice competence can be working within a counseling relationship. Considering
the views of counselor supervisors who are in positions to hire novice counselors
provides insight on whether or not the areas of competence in the MAD model are
identified as important in practice. If so, results of this study could lend support for both
the use of AC’s in counselor education and for the integration of MCC’s and AC’s in
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both training and practice. If these areas of competence are not identified as important, or
if certain areas are identified as more important than others, results of this study could be
used to further develop and focus attention on the intersection of multiculturalism and
social justice competence in practice.

Figure 1. Multicultural and Advocacy Dimensions Model. Ratts, 2011.
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Community counseling model
Rather than creating a new model, Lewis (2011) makes the case for combining the
Community Counseling Model with the ACA Advocacy Competencies to facilitate the
operationalization of the social justice counseling paradigm. Although social justice
counseling has a strong theoretical foundation, operationalizing this construct remains a
topic of discussion in counseling literature. Applying knowledge to practice is an
essential skill for counselor trainees and aids in the overall development of SJC.
The Community Counseling Model helps to operationalize social justice
counseling by providing a comprehensive framework that is grounded in multicultural
competence and oriented toward social justice (Lewis, 2011). Community and human
development are the focus in this model. Emphasis is placed on the counselors’ ability to
be aware of and address environmental factors that affect clients from marginalized
groups while maintaining their traditional roles of direct service providers. In the process
of applying focused and broad-based strategies that facilitate human and community
development, counselors become effective social justice advocates. However, the
intersection of counseling and activism is largely dependent on the interactions between
counselors and their clients or students. While there is an emphasis on oppression,
empowerment, social injustices, and community outreach and collaboration, the
therapeutic relationship is not forgotten.
When integrated with the ACA Advocacy Competencies, emphasis is placed on
the client/student empowerment section and the social/political advocacy section (Lewis,
2011). Like the Community Counseling Model, the client/student empowerment section
of the Advocacy Competencies outlines a set of competencies that involve direct
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interventions with clients. Recognizing and addressing environmental barriers and
influences, developing a working relationship, and promoting self-advocacy are
identified in this section. The social/political advocacy section correlates with the
Community Counseling Model’s direction to counselors to apply their skills and
positions in a manner that influences public policy through community outreach.
Lewis’ (2011) social justice counseling and advocacy paradigm is a model that
offers counselor educators and supervisors with specific strategies for integrating both
humanistic principles and approaches into practice and community involvement.
Counselor educators looking for a model of SJC that can be incorporated into current
core curriculum could reference this model and the competency areas identified by
Lewis. Additional input from counselor supervisors working in the field could add an
additional layer to the focused and broad-based strategies discussed for facilitating
human and community development. Further exploration of the domains of SJC that
counselor supervisors perceive as important will add to this area of the literature.
Social empathy
Social empathy is the ability to understand people by perceiving or experiencing
their life situations and as a result gain insight into structural inequalities and disparities
(Segal, 2011). Empathy is not a new construct in counseling and is defined as when the
therapist is experiencing an accurate, empathic understanding of the client’s awareness of
his own experiences (Rogers, 2007). Segal posits that individual empathy is insufficient
to motivate a society or community toward social justice. When applied and incorporated
into the social empathy framework, empathy is seen as a multifaceted process. Through
the process of mirroring another’s emotions or effective response, cognitive processing,
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and conscious decision making, the relationship between empathy and social empathy is
applied to social systems through three main areas. Social empathy is a combination of
experiencing empathy to the fullest extent, gaining deep insight and knowledge into the
historical and socioeconomic contexts, and embracing the importance of social
responsibility.
In relation to social justice and SJC, social empathy can be applied to social
systems. One who possesses social empathy can use experiences, knowledge, and beliefs
in ways that promote social justice. Social empathy creates empathic insights into the
lives of those who have been oppressed and moves people toward changing structural
inequities and disparities. The social empathy model has been proposed as an additional
option for the operationalization of social justice competence and promotion of advocacy.
Developed from a desire to answer questions around individual empathy and
differences that exist among people who possess empathetic regard for others, as well as
the interest of people to examine social behaviors and policies, the social empathy model
has three main components. Appropriately, empathy is discussed by Segal (2011) as the
foundation for the social empathy model. In the context of social justice, empathetic
insight and understanding into social groups different from our own can increase our
understanding of the worldview of others, lead to an expansion of tolerance and
embracing differences, and recognize the power differentials that exist among groups of
individuals. The second component discussed is contextual understanding. Similar to the
multicultural competency area of awareness, contextual understanding takes empathy one
step further. Segal posits that it is not enough for one to simply possess empathy as
context is everything. Overreliance on empathy without context can lead to scapegoating,
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stereotyping, and blaming out-groups. Context leads to a more accurate empathetic
perspective. The third and final component of the social empathy model is social
responsibility. This area builds upon Friere’s theory of praxis and how social empathy
leads to a desire to take action. Advocacy, in this regard, comes after one has developed
an awareness of power differentials between groups and is able to analyze empathy
across cultures (Segal, 2011).
Social empathy is a model that counselors could use to examine why societal
differences exist (e.g., income, wealth, educational achievement) and what can be done to
address inequalities. The construct of empathy is applied throughout counselor education,
research, and practice. Empathy can be used as a foundation from which to develop SJC
in counselor trainees and raise critical consciousness and understanding of oppression
and privilege. Segal offers a three-tiered approach of developing exposure, explanations,
and experiences with groups different from our own to enhance social empathy. Research
results from the second question in this study can help counselor educators develop
specific strategies and experiential activities to incorporate into curriculum that is directly
related to the areas of SJC that counselor supervisors in their region identify as important.
Assessment of competence
As previously stated, the purpose of this study is to ascertain which areas of social
justice competence are perceived by supervisors as important when hiring novice
counselors. In order to identify these areas it was necessary to conduct a literature review
on existing survey instruments and assessments related to social justice competence.
Surveys reviewed were specific to social justice and helping professions. It was the hope
of the researcher to find a survey that could be used as-is or modified slightly to fit the
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needs of this study. However, of the three surveys identified during a thorough literature
review, none met this criteria.
Each survey reviewed followed a self-report format and could be used by students
in helping professional programs or those working in the field to assess competence in
social justice and advocacy. Each limited the scope to whether or not competence had
been increased or obtained, or whether or not advocacy skills were present. None of the
three were intended to be used for evaluative purposes by those supervising a helping
professional or student nor did they seek to explore social justice competence, practice, or
principles from the perspective of a supervisor or educator.
If any of the three surveys reviewed had been selected for use in this study there
would be a need to modify items significantly. Potential limitations resulting from
making necessary modifications, including reducing reliability and validity of the
instruments, outweigh potential limitations associated with creating a new survey
instrument specific to this study. Thus, it was determined that in order to gain insight into
the areas of social justice competence that counselor supervisors report as important, a
new survey would be created. The ten social justice competence frameworks and models
reviewed previously were used to construct the survey instrument, which will be
discussed in further detail in Chapter 3. A discussion of the three existing surveys, their
purpose, and reasons to support why the survey would not be appropriate for use in this
study follows.
Advocacy Competencies Self-Assessment (ACSA) Survey©
The notion of having a set of competencies for the counseling profession is not
new; the American Counseling Association (ACA) has developed a variety of core
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competencies for working with special populations (Ratts, Toporek, & Lewis, 2010). As
previously discussed, in response to the growing demand for a framework for executing
social justice advocacy strategies, the ACA established social justice competencies,
referred to as the Advocacy Competencies (AC), which all counselors should possess.
While there are a variety of instruments that help counselors explore issues of oppression,
privilege, and social justice, there is only one assessment that has been developed that
enables counselors to measure their level of competence in advocacy against the AC. The
Advocacy Competencies Self-Assessment (ACSA) Survey© was developed by Manivong
J. Ratts and Amy Ford (2010) as a tool to help social service and educational
professionals understand their level of advocacy competence.
To date, use of the ACSA Survey© in literature was sparse with references noted
in one text, along with the original measure, and two dissertations that this author was
able to identify. Advocacy has been presented as an elusive term to operationalize as it
can relate to attitudes, attributes, behaviors, knowledge, or the skills needed for
successful advocacy implementation (Kress & Paylo, 2012). This may be contributing to
the lack of self-assessment options available in the counseling profession that address
social justice advocacy competence. Additionally, the construct of social justice advocacy
competence in counseling is relatively new with the AC being approved in 2003 (Ratts,
Toporek, & Lewis, 2010) and the ACSA Survey© being introduced in 2010 in the ACA
Advocacy Competencies: A Social Justice Framework for Counselors (2010) text. This is
an emerging area in the field of counseling and while the groundwork has been laid for
future research on competence in social justice and advocacy there is ample room for
growth in assessment of this construct.

42

The ACSA Survey© is a self-administered, 30 item assessment with questions
derived from the competency statements within the client/student, school/community,
and public arena levels of the AC. Each item aligns with one of the 6 domains of the
Advocacy Competencies: Client/student empowerment, community collaboration, public
information, client/student advocacy, systems advocacy, and social/political advocacy.
Directions given are very brief and state “To assess your own competence and
effectiveness as a social justice change agent, respond to the following statements as
honestly and accurately as possible.” Questions are asked on a 3 point Likert scale with
scale lengths of 0, 2, & 4. Choices offered are: Almost always, sometimes, and almost
never.
Participant scores on the ACSA Survey© rating scale are scored as follows:
100-120: You’re on the way to becoming a strong and effective social change
agent.
70-99: You‘ve got some of the pieces in place. However, you need to do some
work to develop your competence in specific advocacy areas in order to be an
effective social change agent.
69 & below: If you earn low scores in certain advocacy domains (e.g.,
client/student empowerment, systems advocacy), obtaining training in these areas
can greatly improve your effectiveness as asocial justice counseling advocate. If
being an advocate at the client/student level is a low area, you can expand your
repertoire by familiarizing yourself with feminist counseling principles and
multicultural counseling competencies. If, however, low scores are in majority of
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domains, you may want to reconsider your commitment to being a social advocate
(Ratts & Ford, 2010, p. 251).
While the ACSA Survey© provides a platform for students, professional
counselors, and educators to assess their competence, it does not offer a view of the areas
of competence counselor supervisors would identify as important for counselors working
under them, or being hired into an agency, to possess. Modification to the ACSA
Survey© to measure this concept would be substantial and thus have an impact on the
reliability and validity of the scale of measurement.
Social justice advocacy readiness questionnaire
The Social Justice Advocacy Readiness Questionnaire (SJARQ), developed by
Stuart F. Chen-Hayes (2001), provides helping professionals with a questionnaire that
helps to evaluate staff and clients’ social justice and advocacy awareness, knowledge, and
skills. It serves as a tool for self-exploration into social justice competence and allow for
the respondent to consider their own worldview. It is discussed in relation to the
provision of lesbian, bisexual, gay, transgendered, two-spirit, queer, and questioning
social services but could be applied in all areas of education and practice where
competency needs to be measured.
The SJARQ is a 188-item awareness, knowledge, and skills self-report that can be
used by counselor trainees, educators, practitioners, and for clients. The questionnaire is
broken into three parts. Part I focuses on respondents’ perceptions of personal and
institutional history, cultural comfort, and values and beliefs. The first 10 items are openended items that could be used as a starting point for further conversations about one’s
knowledge, experience, and awareness of working with individuals from diverse groups.
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Items 11-48 explore respondent’s comfort in working with individuals from specific
populations (e.g., Muslims) on a 5-point Likert scale ranging from strongly agree to
strongly disagree. Using the same scale selection options, items 49-73 explore
respondent’s beliefs or worldview. An example of this is item 55: “People of Color are
better off now than 15 years ago.”
Part II of the SJARQ considers social justice advocacy knowledge. In this section,
items 74-149 as the respondent to identify a list of persons’ from multiple central
identities and provide dates and events relevant to their social justice struggles. Examples
of individuals listed in this section includes Audre Lorde, Cesar Chavez, Harvey Milk,
and events that occurred on June 26, 1969 and the relevance of May 1st. The second
section of Part II continues with 30 open-ended questions ranging from general inquiries
around how multiculturalism and social justice are defined to more specific knowledge
such as naming the countries that have suffered from and/or perpetrated genocide in the
1990s.
Part III of the SJARQ asks 8 questions that address cultural/institutional social
justice advocacy skills. An example of a question asked is item 182- “Who funds the
organization? How much do funders influence the decision making culture (i.e. Board of
Education, United Way, grant makers, etc.)?” Items are not “scored” for the SJARQ but
answers to Part II are provided on a website provided by Chen-Hays (2008). Discussions
and qualitative data could come from the results of Part I and III.
The SJARQ is a lengthy and fact-based approach to evaluating competence in
social justice issues. This author can see how the application of this instrument could be
beneficial in a counseling course, possibly offering one part as a pre/post self-evaluation
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tool and other parts to facilitate in-class discussions, as well as in counseling agencies or
schools for counselors to identify areas of competence that they need to work on.
However, this instrument does not focus on general domains of competence that
counselor supervisors perceive as important in relation to the populations served by
novice counselors. Nor would the SJARQ be easily modified for use in this study to
measure this construct. It is important to evaluate one’s own knowledge, beliefs, values,
and awareness of social justice competence but the SJARQ would not be applicable for
purposes of this research.
Diversity and Oppression Scale
In an effort to develop an instrument that assessed social work students’ selfreported learning in a diversity course based on the 2008 Council on Social Work
Education (CSWE) Educational Policy and Accreditation Standards (EPAS), Windsor,
Shorkey, and Battle (2015) developed the Diversity and Oppression Scale (DOS). The
instrument was developed based on EPAS core competencies that address cultural
diversity and oppression. Also taken into consideration during the development of the
scale was literature on cultural competence, oppression, and social justice, the National
Association of Social Workers Standards of Cultural Competence, syllabi from diversity
and oppression courses, and the Social Justice Advocacy Readiness Questionnaire (ChenHayes, 2001).
The DOS defines cultural competence as the students’ ability to (a) understand
oppression and its effects within the students’ lives and the lives of others, (b) advocate
for social justice, and (c) effectively serve the needs of a culturally diverse group of
clients (Windsor, Shorkey, & Battle, 2015). The final scale included 62 items. Scale
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instructions asked respondents how much they agreed with each statement on a 5-point
Likert scale ranging from 1 (completely disagree) to 5 (completely agree).
At the time of the writing and research for this dissertation, the DOS had been
evaluated for reliability and validity (Windsor, Shorkey, & Battle, 2015) but no other
references in the literature could be found, other than the psychometric testing, discussing
the application of this instrument in social work education or practice settings. However,
the four factors identified during internal consistency testing underlying cultural
competence constructs were of particular interest in relation to the proposed dissertation
research. The DOS identified the following four factors through confirmatory factor
analysis: (1) cultural diversity self-confidence and awareness (α = .90), (2) diversity and
oppression (α = .69), (3) social worker/client congruence (α = .84), and (4) social work
responsibilities in cultural diversity (α = .61).
Although this instrument does not measure domains or areas of competence
perceived as important by counseling supervisors, the four subscales identified could be
similar to those yielded from the proposed research. Additionally, while some items
included in this self-assessment could be used or easily modified to measure the
constructs proposed in this research, substantial revisions of items that fall under the
diversity and oppression factor would be necessary. For example, one item that could be
modified is “I am able to develop programs and services that reflect an understanding of
diversity between and within cultures.” For this item, “I am able to” could be replaced
with “It is important that novice counselors be able to.” Other items would not be
applicable or would need substantial modifications, which would have an impact on
reliability and validity. An example of a DOS item that would not be applicable to the
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research being presented is “Illegal immigrants should be deported to their home
countries” as this is an item that assesses personal beliefs or worldviews rather than
competence in social justice. Rather than make substantial changes to the existing
instrument, risking compromising its validity and reliability, it would be more practical to
develop a new instrument that reflects the constructs intended to be measured by the
proposed research, which is quite different than a self-assessment.
Summary
The Advocacy Competencies Self-Assessment (ACSA) Survey©, Social Justice
Advocacy Readiness Questionnaire (SJARQ), and Diversity and Oppression Scale are
each survey instruments that serve the purpose of allowing students, educators, and
practitioners to self-report and self-assess their competence in social justice principles,
practice, and advocacy. While each offer a different way of assessing different areas of
social justice competence, none of the three fit the needs of a survey that could be used or
modified for purposes of this study. In order for this to occur, significant changes in
survey items and question format would need to be made to each of the three surveys
reviewed. Significant modifications would result in limitations associated with reliability
and validity and ultimately the structure and format of the items would not be a good fit
for assessing the perceptions of social justice competence by counselor supervisors. The
goal of the proposed study is to gain a better understanding of what counselor supervisors
are looking for in terms of social justice competence when hiring novice counselors, not
to assess knowledge, beliefs, or levels of competence acquired by those in the helping
professions.
Contrasting views around social justice
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While it is widely accepted that social justice is an area in the mental health field
that needs to be addressed, some have proposed alternatives to the position that this
concept is the “5th force” in counseling. It would behoove this author to limit the scope
of the discussion on social justice competence to references that support the movement in
its entirety. For that reason, the following section of the literature review will offer a
discussion focused on opposition to or the question of the need to incorporate social
justice principles into curriculum to ensure competency.
Smith, Reynolds, and Rovnak (2009) posit that history does not support the claim
that social advocacy is the 5th force. The authors believe that there is little empirical
support for such claims, that the movement can be used to promote personal or political
agendas, and it is a recurring wave in the profession. To support their view, the authors
deconstruct the philosophical underpinnings, theoretical tenets, and foundations of the
movement. One point that is addressed in their critique is that issues of rights and social
justice have historically been the responsibility of legal professionals and not counselors
or counselor educators (Smith, Reynolds, & Rovnak, 2009). The use of language and role
responsibilities could differ within counseling agencies based on a number of factors
(e.g., mission statements, funding stream requirements, demographics).
Harrist and Richardson (2011) discuss the use of social justice language in a
similar context as Smith, Reynolds, and Rovnak (2009). They warn that the narrow,
conventional definitions of justice in the counseling profession are insufficient for
guiding clients to find meaning in life. A disguised ideology, where ideals of a strong
self-interest and respect for the rights of others, is discussed at length as it can conflict
with the basic principles of those seeking a social justice orientation to counseling
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(Harrist & Richardson, 2011). The point is made that counselors can never be “valuefree” and that biases and unexamined assumptions remain in how we respond to suffering
in our clients. These authors, much like the Smith, Reynolds, and Rovnak (2009), do not
attempt to make a case against social justice competence but rather argue for the need of
the profession to work toward refining the definition of “social justice” in a counseling
context.
It is important to remember that definitions to terms might be interpreted in
various ways. It would thus be advisable that definitions of social justice competence
and social justice advocacy be provided prior to initiating any discussion around this
topic. As Smith, Reynolds, & Rovnak, (2009) point out, the terms justice, rights, and
equality are not traditionally connected with the counseling profession. As the language
around social justice competence and advocacy shifts, those who are responsible for the
hiring of novice counselors may need clarification on the intended meaning behind terms
used in the facilitation of data collection.
A shift away from language and to the integration of social justice principles in
counseling and Christianity can be found in articles reviewed that questioned
incorporation of social justice principles and practice into counselor education
curriculum. A literature search on religion and social justice in counseling resulted in
articles that focused on the Christian perspective while perspectives from other religious
dominations were not found. Thus, the scope of this discussion is limited to Christianity.
Hook and Davis (2012) offer a dialogue on Christian integration in the areas of
multicultural counseling and social justice. While other articles reviewed placed focus on
language, theory, and general ideologies, this article specifically addresses why the
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integration of Christianity in multicultural and social justice counseling has been difficult.
Two explanations are offered to illustrate difficulties with this specific area of
integration. The first area is the general discourse in the Christian perspective on
changing existing unjust social structures (Hook & Davis, 2012). On one side, some
Christians may take the stance that working toward a socially just world is necessary for
the development of a close relationship with God. Others may believe that efforts to
change may be aspirational and unrealistic and, therefore, the only solution is death or the
return of Jesus Christ.
The second area discussed is the privilege in the United States that persons
identifying as Christian experience (Hook & Davis, 2012). Those who identify as
Christians may not be aware of this privilege or attuned to the possibility that engaging in
social justice counseling would challenge social structures and the status quo that affords
them said privileges. The authors offer suggestions for facilitating conversations around
the integration of Christianity and multicultural counseling and social justice.
Edwards (2012) makes the case that Christianity has developed into a privileged
status and values and beliefs of this religion dominate various facets of society in the
United States. From this perspective it is argued that the core beliefs of Christians that
historically focus on faith and social justice principles are contradictory to the application
of these values by Christians today. Christians have moved away from their social justice
roots and, in their newfound privileged status, have perpetuated injustices, abused their
power, and have been associated with fundamentalism and extreme social conservatism.
Action, equity, access, participation, and partnership are highlighted as social
justice principles that Christians, and Christian counselors, can explore and correlate with
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traditional Christian beliefs to reestablish the relationship between social justice and
Christianity. Edwards (2012) cites various Biblical passages to illustrate these principles.
Counseling is specifically addressed as a profession that calls Christians to advocate for
others based on both their faith and professional ethical standards while examining their
worldview and privileged religious status.
For purposes of this study, it will be important to consider that counselor
supervisors completing the survey may be selecting areas of competence that correlate
with their own personal, religious, political, and cultural views rather than offering
answers that reflect the goals of the agencies for which they work. Social desirability bias
will need to be taken into consideration when developing the survey and analyzing the
results. Further research on SJC using a qualitative approach, such as a focus group,
would be useful to consider as there are limits to addressing concerns raised by Harrist &
Richardson (2011), Hook & Davis (2012), Edwards (2012), and Smith, Reynolds, and
Rovnak (2009). The qualitative survey design of this dissertation limits the scope of the
researcher to discuss a subject matter with participants but nevertheless serves as an
appropriate starting point to explore the construct of SJC as perceived by counseling
supervisors.
Rehabilitation counseling and social justice
A brief examination of the field of rehabilitation counseling as a specialty area
rooted in social justice principles is presented to illustrate how a counseling specialty area
has historically and presently conceptualizes social justice competence. The foundation
of services provided to clients of rehabilitation programs promotes equality for the largest
group of marginalized individuals in the world. Whereas counseling and psychology tend
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to ignore disability, rehabilitation counseling focuses on a singular oppressed group
(Kelsey & Smart, 2012). Established by the federal government, rehabilitation counseling
emerged out of necessity as a result of world wars that returned veterans with disabilities
to communities without viable means of employment.
Addressing attitudinal and environmental barriers individuals with disabilities
face is a mainstay of the profession. With a long standing history of political activism, it
could be argued that rehabilitation counseling has an advanced understanding of how to
promote social justice (Kelsey & Smart, 2012). A review of the literature presents a
different picture. Rehabilitation counseling may have a greater awareness of social justice
principles and how one population of individuals is effected by oppression,
marginalization, and societal inequities. However, the profession may be lacking in how
this translates to practice in ways other than political activism and little empirical
research on social justice and rehabilitation counseling exists.
There is a wealth of research from the field of rehabilitation counseling on
multicultural competence, advocacy, ethical considerations when working with
individuals with disabilities, and the impact of race on the rehabilitation counseling
relationship (Bellini, 2003; Cartwright & Fleming, 2010; Cumming-McCann &
Accordino, 2005; Leung, 2003; Middleton, Robinson, & Mu'min, 2010). However, there
were no frameworks or models of social justice competence from the perspective of
rehabilitation counseling found while conducting the literature review.
While rehabilitation counselors have yet to clearly define or operationalize social
justice, differentiate social justice from multiculturalism, or come to an agreement on best
practices for the integration of social justice in curriculum (Harley, Alston, & Middleton,
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2007; Kelsey & Smart, 2012) it is important to highlight the ways in which social justice
has been infused in rehabilitation counselor education. Advocacy and empowerment are
only a couple facets of social justice competence and practice but are important
nevertheless. Leahy (2003) found that the second most reported frequently performed job
function of rehabilitation counselors is advocacy. Although principals of social justice are
often embedded in rehabilitation counseling programs they are not explicitly stated as
social justice features (Dong et al., 2016). Continued efforts made by rehabilitation
counselor and counselor education programs to infuse social justice principles into
curriculum, research, and practice with the intention of distinguishing social justice from
other areas of competence will combat the longstanding maintenance of the status quo.
Although not statistically significant, Dong et al. (2016) found that rehabilitation
educators with less than 10 years of teaching experience (30%) were more likely to
incorporate social justice into the curriculum than those with 10 or more years of
experience (17%). Additionally, those with higher academic positions or more teaching
experience reported a lower rate in perceiving social justice as important. This may be an
indication of a shift in the approach to social justice competence by rehabilitation
counselor educators from the traditional conceptualization of social justice as an
underlying current in the profession to a tangible set of skills. Continued research in the
area of curriculum development will offer a clearer view of where rehabilitation
counseling stands in relation to other counseling specialties.
Social work and social justice
In reviewing literature around social justice from other schools of thought, it is
important to note that sociology-based resources took an approach to social justice
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competence and advocacy that was far different from that of the counseling and
psychology literature. For this reason only a review of the literature related to social work
will be presented, as the profession is more closely related to counseling.
Finding an appropriate definition for social justice was a prevailing concern in
Olson, Reid, Threadgill-Goldson, Riffe, and Ryan’s (2013) qualitative study exploring
the concept of social justice as perceived and applied by social workers. Affirming the
previous concerns around and need to offer a definition for terminology in the proposed
study, the research conducted on those working in the field found that variation in
meaning of social justice was one of five themes identified by way of focus groups
(Olson et al., 2013). Participants’ definitions were lacking in clarity and were often vague
and broad. It appears that the limitations to incorporating social justice principles in
practice through developed and agreed upon language is not limited to the counseling
profession.
Theory and intervention are core concepts in counselor education and practice.
McLaughlin (2010) provides insights into how social work views these areas in respect to
social justice through a review of clinical practice models that have been endorsed for
their connection to social justice, specifically feminist therapy. The author brought
attention to the connection between social justice principles and feminist theory’s basic
tenets around the position of women in society, language, and power dynamics in
relationships.
Language was again a topic of discussion and linked to the role of social work’s
mission of social justice as it applies to therapeutic interventions. Intervention and the
goal of assisting clients in developing a strong identity are commonalities among the
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professions of social worker and a counselor. In considering the aim of social justice,
McLaughlin (2010) proposes that the goal of social justice is to ensure each individual’s
capabilities are maximized so that individual can flourish and live a truly human life. In
essence, this does not differ far from the goals a counselor may have for their client. It
begs the question, then, of why coming a general consensus on language used to describe
social justice has not yet developed.
Not surprisingly, the results of McLaughlin’s (2010) research found that
conceptualization of social justice differed among participants. There was a lack of
confidence in the topic of social justice and varying meanings presented in the semistructured interviews. One common theme identified was that those interviewed found
themselves constrained by the institutions that were designed to assist those working
toward equality and justice. This is an area that will need to be considered when
analyzing the research gathered in the proposed dissertation. In addition to offering a
clear definition of SJC as it relates to the survey being completed, it will be important to
reflect upon the motivation of participants to complete the survey. Some participants may
feel that their agency or school is stifling counselors’ abilities to work from a social
justice framework while others may feel that their agency or school is overly focused on
social justice principles and advocacy. Social work literature that has focused on the
perspectives of those working in the field offers a snapshot of disparities around defining
SJC and what it looks like in practice that could very well be reflected in the results of
this research.
Counselor education and social justice pedagogy
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As previously mentioned, SJC has been supported on many fronts as both
significant and necessary for the development of counselor trainees. Counselor educators
have CACREP (2016) standards, text books, and literature to inform instructional goals
and curriculum around social justice pedagogy and practice. The problem of a lack of
resources in counseling, and related fields of study, that counselor educators can draw
from has been addressed over the past decade. The concern that remains is the lack of
perspectives from those working in the field who may play a hand in hiring and further
training of the counselor trainees. Without taking the views and experiences of counselor
supervisors into consideration, counselor educators are forced to solely rely on the largely
broad-based and theoretically oriented writings offered by academia.
The problem with this can be connected to the teacher-student relationship, and
the “banking concept” of education discussed by Friere (2000), by considering how a
lack of specific practice-based and demographically situated scholarly references can
have a negative impact on the work being done in the classroom. Counselor educators
wanting to incorporate social justice pedagogy in their instruction can be met with
concerns from faculty about where and how to achieve this, discourse around which
courses social justice principles fit best, and which areas of focus are most important
when limited time and resources are a factor. Some programs have dedicated courses to
social justice in counseling or included a separate experiential requirement for counselor
trainees. However, much like the time when multicultural counseling was taking shape,
there is not yet a clearly defined requirement for when and how to teach social justice
issues in counseling courses.
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The result of this can be seen in courses where one class in one course is given the
topic of “Social Justice in Counseling” and students are subject to a lecture that touches
the surface of what social justice in counseling encompasses. As a rehabilitation
counselor, much of my education at the Master’s level was through a social justice lens.
Each course incorporated the social, individual, political, and societal aspects of living in
the United States with a disability and the effects of living as an individual who is part of
a marginalized group. Advocacy, both at the micro and macro level, is taught from the
start but little reference was made to the information being taught as “social justice.”
Rehabilitation counseling was just another form of counseling that happened to always be
with individuals from an oppressed group.
School, community, mental health, addictions, and career counseling, in many
ways, are the same. Clients are each part of a group and have been oppressed, or been the
oppressor, in one way or another. In this light, counselor educators could always be
teaching from a social justice pedagogy regardless of the course or content. The concern
is that counselor educators are narrating content to students, thus fulfilling the “banking
concept” of education, in hopes to be able to check the “social justice” box at the end of
the semester. Friere (2000) contends that when students are regarded as receptacles to be
filled with knowledge, critical consciousness does not develop, memorization replaces
knowledge, and they are more likely to adapt to the world as it is and to the fragmented
view of reality deposited in them.
Counselor educators should be working relentlessly to avoid instruction that
promotes the banking concept of education. This can be achieved by regarding students
as partners in the learning process. “Problem-posing” education is Friere’s solution to
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liberating education that rejects instructional methods that deposit information and
replaces it with posing real-world problems of humans and their interactions with the
world. In counselor education, this would entail instruction that exposes students to the
real-life worldviews of clients they will be working with. This is precisely where the
perspectives of counseling supervisors is most relevant.
Counseling supervisors offer a link for educators and students to the outside
world. Those working in the field are tasked with addressing the real-world problems of
the clients they are serving, clients that counselor trainees will ultimately be working with
in their practicum and internship courses. Considering the views of counseling
supervisors not only addresses the need for counseling students to be taught, it aids in
teaching the teacher. It exposes counselor educators to the happenings of the world
outside the classroom and away from the literature. While some counselor educators
continue to work and practice in agencies and schools some do not. Those who have
dedicated their professional lives to educating future counselors can benefit, much in the
same way as students, from dialogue with those working in the field.
The results of this proposed study can serve as dialogue between those working in
academia and those working in the field. Counselor supervisors are in a position to shed
light on the areas of SJC that they find to be most important in relation to the schools,
agencies, and areas of the country in which they work. It is expected that differences will
be seen between areas of SJC reported as most important between counseling setting and
between demographic characteristics. Counselor educators will be able to use this
information when constructing dialogue with students, developing social justice
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pedagogy, and during program evaluation, to ensure that reality is accurately reflected in
curriculum and “problem posing” instructional methods are employed.

Conclusion
Despite the advances in the literature on social justice counseling and
competence, additional insight from those working in the field is limited. It is the intent
of this researcher to explore how those making hiring decisions in agencies that employ
counselors view SJC in novice counselors. Agencies that employ counselors generally
have outcome measures that are considered for their clientele, which may require those in
management or administrative positions to consider level of competence in social justice
when making hiring decisions. Counselor educators must consider SJC in order to
prepare counselor trainees for work with clients from marginalized and oppressed
populations. The outcomes of this study are intended to be used primarily by counselor
educators for curriculum development and program evaluation, but could also be
beneficial at the agency level.
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Chapter 3: Methodology
This chapter will identify and discuss the quantitative procedures used in this
study. The purpose of this research is to examine what areas of social justice competence
are perceived by counseling supervisors to be important in the hiring of novice
counselors. Specifically, the study focuses on how counselor supervisors view social
justice competence in novice counselors who are applying for positions within their
agency or school. A secondary research question addresses whether the perceptions of the
importance of identified areas of social justice competence in novice counselors during
the hiring process differ according to demographic or professional characteristics among
counseling supervisors. Areas of social justice competence, as measured by the SJCDI,
were used as the dependent variable while experience working as a counselor supervisor
and demographic information was used as the independent variables.
It is hypothesized that analysis of survey results will show various domains of
social justice competence that supervisors identify as important during the hiring process.
More specifically, competence areas expected to emerge based on the literature reviewed
include social action, empathy, critical consciousness, and self-awareness. Aspects of
each of these areas of competence are reflected in each of the ten social justice
competence frameworks and models reviewed. The second research question explores
whether perceptions of the importance of identified areas of social justice competence in
counselors during the hiring process differ according to demographic or professional
characteristics among counseling supervisors. It is hypothesized that significant
differences will be seen according to demographic characteristics (e.g., years of
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supervisory experience and regions of the United States) and among professional
characteristics (e.g., counseling setting and population served).
Survey development
After reviewing existing social justice competence scales in both counseling and
social work literature it was determined that a scale intended to gain information from
counselor supervisors did not exist. Additionally, existing scales and instruments focused
on social justice competence would need to be modified significantly in order to fit the
needs of the proposed study. Modifying and using scales that have been developed
largely for students to self-report competence would not be worth the likely impact on
validity and reliability. After careful deliberation and consideration it was determined that
the most appropriate course of action would be to create a new survey tool for use in this
proposed study. Due to limitations with existing instruments that are self-assessments of
social justice competence and the likelihood that the significant modifications needed to
retrofit existing instruments for this proposed study would impact reliability and validity,
development of this new survey will ensure that questions reflect the intended purpose of
the study.
The Social Justice Competence Desirability Inventory (SJCDI) was developed
from the 10 social justice frameworks and models of competence discussed in the
literature review of this dissertation. Each framework was reviewed for key areas of
competence identified by the authors of the literature. Many of the articles reviewed
clearly articulated competence domains while others offered a discussion of competence
areas considered important as they related to the framework being discussed. Competence
areas selected were modified by this researcher to fit the format of the SJCDI. Examples
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of questions include “Novice counselors know how to help clients/students gain access to
needed resources,” “Novice counselors act as leaders in their community or school to
develop and plan for systemic change,” and “Novice counselors are able to identify
environmental factors that affect clients/students.”
Following the development of the SJCDI, a total of 71 items related to each of the
ten SJC frameworks were included with varying number of items relating to each. The
reason for the variance was so that all competence areas were adequately represented
without limiting the scope presented by those who proposed each framework. The
number of items for each framework represented in the SJCDI is as follows:
American Counseling Association Advocacy Competencies: 5 items
Liberation model: 6 items
Science-Practitioner-Advocate model: 7 items
Intergroup dialogue: 7 items
Relational-Cultural theory: 10 items
Dimensions of social justice model: 7 items
Multicultural and advocacy dimensions model: 7 items
Community counseling model: 6 items
Social empathy: 9 items
Integrated social justice pedagogy model: 7 items
Demographic questions represent the first 11 survey questions. These items focus
on the respondents education, general work experience, experience as a supervisor, work
environment, region of the United States, gender identity, and ethnicity/race. The
instrument was pilot tested with a sample of counseling supervisors to ensure that it was

63

easy to understand, that the questions were relevant, and to gauge the time needed to
complete the instrument.
Recruitment
The participant sample consisted of professional counselors who have been or are
currently supervisors at a counseling agency or school OR counseling professionals who
work in a role that requires involvement in the hiring process. All participants were 18 or
older. In preparation for conducting an exploratory factor analysis, the total sample size
was anticipated to be 100-150 participants (Chen, 2012). Gorsuch (1983) recommends
that an absolute minimum ratio of individuals to variables is 5:1, with no less than 100
individuals for any factor analysis. There is a general consensus that the more factors,
the better (Chen, 2012; Gorsuch, 1983). At the close of the survey, 172 individuals had
completed the survey.
The target audiences reached in the report of this research are professional
counselors who (a) are currently working in a supervisory role (b) have worked in a
supervisory role in the past, or (c) are working or have worked in a role where
involvement in the hiring process is required. Participants were recruited throughout the
United States and were older than 18. The survey targeted group was solicited from
professional counselor listserv’-s, contacts solicited from colleagues and acquaintances,
and through snowball sampling. More specifically, the researcher utilized the American
Counseling Association listserv COUNSGRADS and Diversegrad-L, the International
Association of Rehabilitation Professionals community forum, and the counselor
education and supervision group CESNET. The researcher contacted leaders at various
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counselor organizations to specifically request that the survey be disseminated to
members.
Specifically, organizations contacted directly included the National Council on
Rehabilitation Education, the National Association for Counselor Education &
Supervision, regional Associations for Counselor Education & Supervision, West
Virginia Association of Social Workers, and the Pennsylvania Association of Social
Workers. Paper surveys were sent to regional supervisors across Pennsylvania Offices of
Vocational Rehabilitation and to students in the Duquesne University doctoral program in
Counselor Education & Supervision. Survey respondents were not compensated.
Following approval from the Duquesne University Institutional Review Board
(IRB), an informative letter was sent to the professional organization contact person(s) to
inform them of my request to solicit responses from their organization members, as well
as to ask for their help in informing their members that the survey was available, a
voluntary endeavor, and completely anonymous. The researcher-developed SJCDI is the
one data source for this research. All data collection occurred online. Counseling
professionals were sent an email inviting them to participate in the study. An information
statement was available at the beginning of the online survey, to inform participants of
the purpose of the survey, that the survey was voluntary, and that the survey was
anonymous.
Procedure
This research was conducted through a quantitative design using a survey
instrument developed by the researcher. Participants received a request to participate in
the study via email or via mail. Those interested in participating in the on-line survey
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could click on the provided URL for the website that hosted the study, JotForm. The
survey was available on-line for 10 months in order to achieve the desired sample size for
a factor analysis. All information was given and received in English. The survey was
administered electronically and anonymously. Participants were able to read the
information and accompanying instructions before choosing or not choosing to
participate in the survey.
After being presented with the information statement participants were asked to
click a button to continue if they consented to participate. They were then given brief
instructions for the study. After the instructions, participants were asked to complete a
demographic section where they could select from a list of options to identify experience
as a counselor supervisor, area of work (i.e., mental health agency), years of experience,
degree obtainment, if training or a class in social justice had ever been completed, etc.
Participants then entered the section of the survey that consisted of the revised
Social Justice Competence Desirability Inventory (SJCDI). Pilot testing found at the
survey took 20-30 minutes to complete. Participants were able to skip questions that they
did not feel they wanted to answer and/or exit the survey at any time. At the completion
of the survey, participants were prompted to submit their responses or exit the survey,
without penalization, and not submit their responses. They were also notified that, due to
the fact that responses are anonymous, there was not an option to withdraw responses
after the survey had been completed and submitted.
The 71-item SJCDI can be found in the Appendix. The researcher-developed
items on the SJCDI consists of basic demographic questions and questions about the
respondent’s perception of the importance of social justice competence when hiring
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novice counselors. Respondents selected responses on a 5-point Likert-type scale (1=not
at all important…5=extremely important). No identifiable responses were presented in
the final form of this study. All data was stored in a secure location only accessible to the
researcher. Data analysis was conducted through the use of IBM SPSS Statistics 22.
General demographic information was analyzed. Analyses included descriptive statistics,
MANOVA’s, and ANOVA’s.
Possible risks and benefits of participation
An anonymous online survey was given so that names, e-mails and other personal
information was not connected to those individuals who choose to take the survey. Any
e-mail lists used to distribute the survey were not shared with others, were kept
completely confidential, and will be destroyed following completion of this study to
ensure confidentiality. Because the survey was completely anonymous and taken on an
individual basis, there were no interactions with the subjects. However, a complete report
on survey findings will be distributed to the initial contact representative for each
participating professional organization upon request. If participants chose to withdraw
prior to the completion of the survey, those answers were not included in the final
analysis. Participants’ responses only appear in statistical data summaries.
This survey was administered on JotForm, a completely confidential software
tool. Also, the survey did not ask for any personal individual identifiers such as name,
address, or agency contact information. Participants’ data will remain de-identified in all
presentations and publications. Participants were given the opportunity to reflect on their
views about social justice and how they examine competence in this area when hiring
novice counselors but were not monetarily compensated.
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Use of a quantitative approach helped to mitigate risks associated with researcher
bias and/or conflicts of interest. Because the survey was completely anonymous and
taken on an individual basis, there were no interactions with the subjects. However, as
previously stated, use of the SJCDI in-and-of-itself imposed a limitation on this study.
This will be discussed further in the results and discussion chapters. The survey
underwent pilot testing for face validity and limitations may exist associated with the
absence of established construct and criterion-related validity and reliability. Researcher
bias could also be reflected in the selection and wording of competence areas pulled from
the existing literature.

Summary
The purpose of this research is to gain a better understanding of the view
counselor supervisors have of social justice competence (SJC) in novice counselors
(those who graduated with a master's degree within the past 5 years). The development of
the SJCDI, based on the existing frameworks and models of social justice competence
proposed by those in the helping professions, helped to answer the question of whether or
not existing models and frameworks of social justice competence align with counselor
supervisors' desire to hire novice counselors who demonstrate competence in this area.
The results of this research can be used by counselor educators to inform their
development of curriculum and selection of experiential activities that focus on social
justice theories and principles. As a result, students will both be completing CACREP
accreditation requirements while acquiring knowledge that could aid them in the hiring
process.
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Chapter 4: Results

The purpose of this study was to evaluate counselor supervisor’s perceptions of
the importance of social justice competence during the hiring process for novice
counselors. In order to evaluate results addressing the two research questions proposed,
factor analysis procedures were conducted on responses to the 71-item Social Justice
Competence Desirability Inventory (SJCDI) to determine if the four proposed domains of
competence existed. The proceeding chapter summarizes the pre-analysis steps to
determine the number of factors to retain, demographic information for the population
surveyed, and MANOVA addressing the proposed research questions.
Preliminary Analysis

Principal axis factoring (PAF) was conducted to determine what underlying
structure exists for the 71-item SJCDI. While several methods are available to determine
communality estimates and extract factors, PAF was selected as the method of extracting
factors for this study because it was hypothesized that the variance in items in the SCDI
could be explained by a small number of underlying common factors and by variance that
is unique to the variable.
Prior to the analysis, evaluation of the data showed no multivariate outliers and
tests of matrices confirmed that undertaking a factor analysis would be appropriate. KMO
(.897) and Bartlett’s Test of Sphericity (p < .001) offered additional confirmation that
proceeding with PAF would be appropriate. Four criteria were used to determine the
optimal number of factors to retain. Table 1 represents the first two criteria. Using the
Kaiser rule of Eigenvalue > 1 and setting a threshold for maximum variance accounted
for by the factors between 75-80% (Kaiser, 1960; Pett, Lackey, & Sullivan, 2003), results
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suggested an initial twelve factor solution. A review of the scree plot (Figure 2) as the
third criteria showed a point of inflexion between three and five factors. To ensure that
the best solution was identified, Horn’s Parallel Analysis (Figure 2) was used as the
fourth criteria to compare random data eigenvalues to the real eigenvalues obtained from
the PAF.
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Figure 2. Scree plot for initial PAF

All items produced initial communalities > .4 (Table 2), which falls within a low
to moderate range for social science research (Costello & Osborne, 2005). Factor
loadings are considered to be weak-loading when < .30 (Pett, Lackey, & Sullivan, 2003)
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and adequate to strong loading when > .50 (Costello & Osborne, 2005). While all items
loaded on factor 1 > .30, four items required further consideration.
Questions 18 & 48 loaded higher on factor 2 than factor 1, question 59 loaded
strongly on factor 6 and was the lowest-loading item on factor 1 (.40). Question 2 fell
into the fair range for loading (.48). Based on the results of the initial PAF it was
determined that questions 2 & 59 would be removed prior to the final analysis. Questions
18 and 48 were retained due to the fact that they had loaded strongly on factor 1 (both
above 0.5).
A three factor solution with a Varimax rotation proved to be optimal for this
study. Varimax rotation was set at 100 iterations but rotation converged at 29 iterations.
Item placement for the majority of factors was based on the highest loading for each item.
All items loaded > .3 on at least one factor. Loading coefficients ranged from .34 to .89
(Table 3). Three items loaded on factor 4, three items loaded on factor 5, and one item
loaded on factor seven.
According to Costello & Osborne (2005), a factor with fewer than three items is
generally weak and unstable. After reviewing the items that loaded on factors 4 and 5, it
was determined that these would not be included. The three items on factor 4 were
derived from the same theoretical framework and method bias is believed to have been a
factor. The three items on the fifth factor were not closely related and were not retained.
Chapter 5 will offer additional details regarding these decisions.
Five items that loaded closely on more than one factor were reviewed before
selecting item placement on one of the three factors. Initial eigenvalues for the three
factor solution ranged from 32.057 to 2.615 and accounted for 59.25% of the variance.
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Items were reviewed to identify an appropriate label that described the content of the
items in each factor. The three resulting factors were labeled: Empathy & self-awareness,
social action, and critical consciousness.
Perceived Importance of Social Justice Competence

To describe the areas of social justice competence in novice counselors perceived
to be important by counselor supervisors (N = 109) during the hiring process (research
question 1), means and standard deviations were compared for each item included in the
SJCDI. As indicated in Table 3, the individual items were rank ordered by level of
importance within the three factors.
Factor 1: Empathy & Self-Awareness
Factor 1 contained 31 items related to empathy and self-awareness. Supervisors
rated all but one of the items to be at least very important (≥ 4.00), with the one
remaining item rated at least moderately important (≥ 3.00). The mean perceived
importance (M = 4.35) of this domain indicated that supervisors who were involved in the
hiring process perceived competence in novice counselors in the area of empathy and
self-awareness to be very important. Cronbach’s alpha coefficient computed was .973,
indicating a high internal consistency for the items included in this domain.
Factor 2: Social Action
Factor 2 contained 15 items related to social action. Supervisors rated 13 items to
be at least moderately important (≥ 3.00), with the two remaining items rated at least
somewhat important (≥ 2.00). The mean perceived importance (M = 3.43) of this domain
indicated that supervisors who were involved in the hiring process perceived competence
in novice counselors in the area of social action to be moderately important. Cronbach’s
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alpha coefficient computed was .956, indicating a high internal consistency for the items
included in this domain.
Factor 3: Critical Consciousness
Factor 3 contained 16 items related to critical consciousness. Supervisors rated
seven items to be at least very important (≥ 4.00) and nine at least moderately important
(≥ 3.00). The mean perceived importance (M = 3.93) of this domain indicated that
supervisors who were involved in the hiring process perceived competence in novice
counselors in the area of critical consciousness to be moderately important. Cronbach’s
alpha coefficient computed was .962, indicating a high internal consistency for the items
included in this domain.
Differences in perceived importance of social justice competence

To examine the relationship between the perceived importance of identified
domains of social justice competence in counselors during the hiring process by
counselor supervisors according to demographic (Hypothesis #2) and professional
characteristics (Hypothesis #3) a total of eight one-way multivariate analysis of variance
(MANOVA’s) were conducted. The dependent variables for these analyses were the
mean scores of the three social justice competence importance domains (factors). One
independent variable was used in each MANOVA and Table 6 provides an overview of
these findings. Independent variables for demographic characteristics included age,
gender, ethnicity, region, and employment setting. Independent variables for professional
characteristics included type of program, degree obtained, and years of experience.
As indicated by Table 4, demographic information was collected on each of the
independent variables. The majority of respondents identified as white (92%), as female
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(74.1%), and reported living in a Northeast state (61%). Earning a master’s degree was
the most frequently reported degree earned (68%), with 66% reporting that they had
graduated from a program that was accredited by either CORE or CACREP. Age of
respondents ranged from 26-73 years old with the majority (44%) being 51 years or
older. Professional experience ranged from 1.7 years to 45 years of experience with the
majority (54%) having twenty or more years of experience. The most frequently reported
places of employment included public or private agencies (37%), college/university
faculty (24%), and self-employment/contract worker (18%).
Prior to conducting the MANOVA’s, preliminary analysis was completed to test
assumptions. Boxplots indicated that there were no univariate outliers, missing values
were found to be less than 1% for all but the “age” variable (14% missing), and the
homogeneity of variance-covariance assumption was met as Box’s test was not
significant for all variables (Table 5).
Demographic Characteristics
Five demographic characteristics were analyzed to examine differences, if any,
between perceptions of the importance of social justice competence among counselor
supervisors for age (N = 71), gender (N = 80), region (N = 81), race (N = 80), and
employment setting (N = 80). One-way MANOVA’s were conducted to determine the
effect of each of the demographic characteristics on the three dependent variables of
empathy and self-awareness, social action, and critical consciousness. Prior to examining
univariate ANOVA results, a Bonferroni type adjustment was made and univariate tests
were conducted at α = .006.
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The assumption of equal variance was assumed for all characteristics. MANOVA
results indicated non-significant mean effects for the demographic characteristics of age
[Wilks’ Λ = .955, F(9, 158) = .338, p = .961, n2 = .015], employment setting [Wilks’ Λ =
.602, F(27, 199) = 1.399, p = .101, n2 = .156], region [Wilks’ Λ = .821, F(9, 183) =
1.709, p = .090, n2 = .063], and gender [Wilks’ Λ = .812, F(12, 193) = 1.319, p = .210, n2
= .071].
MANOVA results indicated significant mean effects for the demographic
characteristic of race. Homogeneity of variance-covariance was assumed for race [Wilks’
Λ = .550, F(18, 201) = 2.631, p = .001, n2 = .181]. Univariate ANOVA results indicate
that race category differences were not significant at the adjusted α = .006 for empathy
and self-awareness [F(6, 73) = 2.994, p = .011], social action [F(6, 73) = 2.740, p = .019]
or critical consciousness [F(6, 73) = 2.385, p = .037]. A separate MANOVA was
conducted for a two category race demographic (white and non-white) with a nonsignificant result (p = .317).
Professional Characteristics
Three professional characteristics were analyzed to examine differences, if any,
between perceptions of the importance of social justice competence among counselor
supervisors for degree type (N = 81), years’ experience (N = 81), and graduation from a
CORE or CACREP accredited program (N = 80). One-way MANOVA’s were conducted
to determine the effect of each of the professional characteristics on the three dependent
variables of empathy and self-awareness, social action, and critical consciousness. Prior
to examining univariate ANOVA results, a Bonferroni type adjustment was made and
univariate tests were conducted at α = .006.
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The assumption of equal variance was assumed for all characteristics. MANOVA
results indicated non-significant mean effects for the professional characteristics of
degree type [Wilks’ Λ = .930, F(6, 152) = .935, p = .472, n2 = .036], years of experience
[Wilks’ Λ = .874, F(12, 196) = .850, p = .599, n2 = .044], and graduation from either a
CORE or CACREP accredited program [Wilks’ Λ = .992, F(3, 76) = .212, p = .888, n2 =
.008].
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Chapter 5: Discussion

While there have been a number of frameworks and models of social justice
competence (SJC) developed by leaders in the field of counseling, a study has never been
conducted that evaluated how counselor supervisors view social justice competence in
novice counselors. Some counselor education programs have elected to increase focus on
the inclusion of social justice coursework and fieldwork experiences in graduate
programs while others include social and cultural competence as a knowledge domain
identified and required by accreditation organizations. By considering how those working
in the field view SJC, and which areas of competence are most important for novice
counselors to possess, educators will have a better understanding of how to connect the
existing frameworks and models of SJC with coursework in a meaningful and beneficial
way for students.
This study first addressed the question of which areas of social justice
competence, derived from the existing frameworks and models of SJC, are perceived by
counseling supervisors to be important in the process of hiring of counselors. Analysis of
survey results showed three domains of social justice competence that supervisors
identified as important during the hiring process. Competence areas expected to emerge
based on the literature reviewed included social action, empathy, critical consciousness,
and self-awareness. Competence areas that resulted from the study were empathy & selfawareness, social action, and critical consciousness.
Once the three competence areas were identified, the second research question
was addressed through a series of MANOVA’s. Eight characteristics of the population of
counselor supervisors surveyed were addresses. Only one hypothesis was supported for
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the demographic characteristic of race. There was no significant difference between
identified areas of SJC in novice counselors during the hiring process as reported by
counselor supervisors according to age, gender, region, employment setting, type of
program that their degree was obtained from (accredited vs not accredited), degree
obtained, and years of experience.
Domains of Social Justice Competence

In order to evaluate which areas of social justice competence (SJC) counselor
supervisors reported to be important when hiring novice counselors (research question
#1), principal axis factoring (PAF) was conducted on the researcher-developed Social
Justice Competence Desirability Inventory (SJCDI). Unlike other types of factor
analyses, factors are generated from common variance in PAF (Pett, Lackey, & Sullivan,
2003). This type of analysis was best suited for this study as it is believed that SJC is
present in every aspect of counseling and not just limited to specific and separate areas of
competence. A counselor is not solely focused on being empathic in the counselorclient/counselor-student relationship as there are many facets to the bond developed in a
counseling relationship. While each area of competence hypothesized in this study stands
alone as an area of focus in counselor education, it is believed that underlying
commonalities exist between the domains.
Four factors, or domains, were hypothesized to emerge from the factor analysis.
While each of the hypothesized areas of competence were addressed by the final PAF
only three factors emerged. Empathy was combined with self-awareness as the first
domain of competence. It was hypothesized that these two areas of competence would
emerge as separate factors. Looking at the questions that fell under this factor, it may be
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that there was not a clear way to segregate empathy from self-awareness. The relationship
between the two constructs may not be distinct enough to show two different factors as
empath and self-awareness have been closely associated as components of competence
that are intertwined (Suthakaran, 2011). It may be that some items loaded lower on
another factor that would have more appropriately reflected placement in a different
domain. Examination of cross loadings could help to determine if factor 1 was the best
placement for items that may have loaded highest on the first factor. Social action and
critical consciousness, as hypothesized, emerged as two separate domains of competence.
The initial PAF produced twelve factors. It is suggested that communalities for all
items retained are less than 1 but greater than 0.4 (Costello & Osborne, 2003). In the
present study, this criteria was met for all items indicating that the total amount of
variance in each of the 71 items could be explained by the extracted factors. Review of
the factor matrix before rotation indicated that question 2 loaded at 0.48 on the first
factor, questions 18 and 48 loaded highest on the second factor (0.52 and 0.64
respectively), and question 59 loaded highest on the sixth factor (0.63). Individual items
were closely reviewed. It was determined that question 2, “Novice counselors know how
to help clients/students gain access to needed resources”, would be eliminated due to its
low loading on the first factor and question 59, “Novice counselors recognize that
diversity is not conducive to empathy” would be eliminated, in part, because of its low
loading (0.4) on the first factor. It is important to note that three of the twelve paper
surveys submitted included comments about question 59 specifically. Comments
indicated that the question was not easily understood. Questions 18 and 48 were retained
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as they met the 0.4 threshold for loading on the first factor, even though they loaded
slightly higher at on the second factor.
After eliminating the two items, PAF was conducted again. Eleven factors
emerged with eigenvalues > 1, and communalities were less than 1 but greater than 0.4
for all items. Eight factors accounted for 70.7% of the variance and the point of inflexion
was at 3 or 4 factors on the scree plot. Examination of the loadings on each factor
indicated that there three strong factors emerged with a fourth factor consisting of three
questions that were derived from the same theoretical framework. These questions were:
37. When working as group leaders, novice counselors are able to focus their
efforts on helping clients/students understand the role culture plays in
conceptualizing problems.
38. When working as group leaders, novice counselors are able to focus their
efforts on helping clients/students understand the role culture plays in group
conflict.
39. When working as group leaders, novice counselors are able to focus their
efforts on helping clients/students understand the role culture plays in the
relationships formed between group members.
After careful consideration it was determined that a fourth factor would not be
extrapolated from the PAF. The three questions loading on the fourth factor were the only
questions in the SJCDI that began with “When working as group leaders…” and the
loadings for questions 37, 38, and 39 were .66, .67, and .66, respectively. It can be
presumed that the presence of the fourth factor can be attributed to method bias due to the
effects of item wording (Podsakoff, MacKenzie, & Podsakoff, 2012).
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A fifth factor could have also been identified with three questions loading above
.5 (Costello & Osborne, 2005). The questions emerging on this factor were:
10. Novice counselors are able to identify factors that initiate and perpetuate
barriers to client success.
11. Novice counselors are able to develop a plan of action to address conditions
that negatively affect client success.
13. Novice counselors understand the causes and impacts of health disparities.
Questions 10 and 11 were derived from the Liberation Model of SJC (Steele,
2008) and loaded at .52 and .67, respectively. The double-barreled wording of question
10 would need to be addressed in any subsequent analyses, but it is unclear why question
11 did not load on one of the three strong factors. In respect to question 13, the previous
question was worded similarly (novice counselors understand the causes and impacts of
income equality), loaded strongly on the third factor, and was also derived from the
Science Practitioner Model. It may be that participants were unclear on what was meant
by “health disparities”. Further review of this area of competence in the Science
Practitioner Model would be necessary if it were to be included in future analyses.
Question 47 “Novice counselors work with school staff and/or community agencies to
help alleviate a client’s/student’s presenting concern” loaded strongly on a seventh factor
(.57) but would not be included in the subsequent analysis as no other items loaded on
this factor (Podsakoff, MacKenzie, & Podsakoff, 2012).
Sample size
As mentioned in previous chapters, Gorsuch (1983) has indicated that an absolute
minimum ratio of individuals to variables is 5:1, with no less than 100 individuals for any
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factor analysis. Taking the guidelines suggested by Comrey (1973) to assess the
adequacy of the total sample size into account for this study, the sample size for the PAF
(N = 172) would be in the poor to fair range (100 = poor and 200 = fair). A number of
steps were taken in an attempt to obtain a strong sample size for the PAF.
One notable set-back may have impacted the number of rehabilitation counselor
responses. A proposal was submitted to the national group of rehabilitation counselor
supervisors in the state vocational rehabilitation system, known as the Council of State
Administrators of Vocational Rehabilitation (CSAVR). It was hoped that the survey
would be disseminated throughout the country to each state-level rehabilitation counselor
supervisor. The survey was proposed at a time when changes in federal regulations that
govern state vocational rehabilitation programs were implemented and the proposal was
denied due to the additional workload imposed on supervisors by the regulatory changes.
Another unforeseen barrier in disseminating surveys to school counselors
emerged. Although school counselors could be reached through the general counseling
listserv-’s, the American School Counseling Association did not have a professional
listserv available to those who were not members. Mailing addresses could be purchased
for a substantial fee. Additionally, the American Psychological Association, and its
associated sub-groups, would not allow non-members to submit survey dissemination
requests. While electronic dissemination of surveys for research purposes is seemingly
the quickest way to reach a large population of individuals, the overabundance of survey
requests received by professionals and the requirements or procedures that certain
professional groups have implemented can be included as a limitation in the present study
as it was expected that the sample size would be larger for the factor analysis.
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In order for additional reliability and validity tests to be conducted on the SJCDI
the sample size would need to be increased to a sufficient size for factor analysis. Ideally,
the population would be a good representation of each of the counseling sub-groups.
Taking the recommendations of various authors into account (Comrey, 1973; Costello &
Osborne, 2005; Pett, Lackey, & Sullivan, 2003), a sample of 700-1,000 counselors would
be needed to conduct a factor analysis on the 71-item SJCDI. This could be done by
working with others who are members of counseling and counseling psychology
specialty area groups, increasing the number of paper surveys disseminated, working
with counselor educators who are the practicum and internship coordinators for their
counseling program, and attending counselor supervisor-focused conferences.
Supervisor perceptions of social justice competence
Once the three domains of social justice competence (SJC) had been identified
through principal axis factoring, the first research question was addressed. The results of
this study suggest that counselor supervisors who have experience hiring novice
counselors perceive the area of empathy and self-awareness as the most important
domain of SJC. Within this domain of competence, questions came from all but one (the
Liberation Model) of the frameworks and models used to develop the SJCDI. Of the ten
frameworks and models, the greatest number of questions in this domain (22%) came
from the relational-cultural theory (RCT). Being that the foundations of RCT aim to
expand and complement traditional approaches to counseling in a way that addresses
cultural oppression, marginalization, and social injustices (Comstock et al., 2008), it is
not surprising that this model would present strongly in the empathy and self-awareness
domain. Other models that were highly represented in this domain included the integrated
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social justice (ISJ) pedagogy model, the multicultural dimensions model, and the social
empathy model. Table 7 offers the number of questions from each framework by SJC
domain.
What is interesting is that, despite resistance to including RCT and other models
of SJC in counselor education courses, those working in professional roles are identifying
the tenets of this model as “very important”. Contrary to the notion that exploring social
justice with counseling students is best suited for a multicultural course, the results of this
study suggest that the most important competence domain under the social justice
umbrella aligns with the core competency areas of empathy and self-awareness.
Counseling students are required to explore their own biases and worldview,
while being taught how to express empathy and unconditional positive regard for clients,
from the beginning of counselor education programs. Integration of social justice topics
and theories within existing coursework does not have to be a complex process. Ratts and
Wood (2011) offer various suggestions for incorporating social justice into coursework in
an effort to make the concept of social justice more practical and concrete. Ideas include
writing a reflective paper in an introductory counseling theories class that discusses and
analyzes the students’ definition of social justice and how it is connected with their
emerging theoretical orientation, integrating social justice-oriented case studies
throughout programs of study, and completing service learning activities.
Counselor educators could use the information presented in this study to narrow
down the framework or model of SJC that would be ideal to integrate into coursework.
For example, knowing that counselor supervisors perceive competence areas highlighted
in the relational-cultural theory as “very important”, educators could review this theory
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and apply intervention strategies proposed by advocates of this theory within their
curriculum.
Within the second domain, social action, questions were relatively evenly
dispersed from nine of the ten frameworks and models of SJC used to develop the SJCDI.
Similar to the empathy and self-awareness domain, the Liberation Model was not
represented in the social action domain. It was surprising that models which presented
more action-oriented areas of competence, such as the ACA Advocacy Competencies and
the Liberation Model, were not highly represented in this domain. However, there was no
question that the appropriate descriptor for this domain would be social action as each of
the questions included in this domain expressed the need for the novice counselor to
move beyond awareness and knowledge to impart change. While the majority of
questions in this domain were rated to be at least “moderately important” it was
interesting that the lowest rated question focused on social action at the legislative level.
Those reported to be moderately important areas of SJC focused more on change within a
community organization or collaborating with others, including clients/students, to work
toward reversing the impact of oppression, marginalization, and social injustices.
This information can be useful to counselor educators who are developing
activities or exercises that are action oriented. Counselor education programs could look
to programs, such as the Center for Social Justice Research and Education at Saint Louis
University, that have developed partnerships with community agencies to promote the
development of social justice competence in students. As reported by Gallagher, Cook,
Tebb, and Berg-Weger (2003), linking students with community practitioners requires
faculty to “speak to the community in the language of the community” (p. 30). By
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establishing collaborative relationships with community partners, faculty, students, and
agencies can work together to promote research, operationalize theory, and provide
students with the opportunity to directly serve vulnerable populations through social
action.
One barrier to establishing community partnerships discussed by Constantine,
Hage, Kindaichi, and Bryant (2007) is establishing trust with trainees who are racially,
ethnically, and/or socioeconomically different than those participating in the community
organization. Having the ability to self-reflect and engage in open dialogue with
community organizations is a strategy suggested to strengthen relationships during field
work experiences. This recommendation fits directly with the empathy and selfawareness domain identified in the present study as an area of competence, suggesting
that students who are able to examine their own worldview, biases, and role as agents of
change may be better situated to develop relationships with community organizations
during practicum and internship as well as post-graduation.
Lastly, the third domain of competence identified as important by counselor
supervisors, critical consciousness, represents the ability of a novice counselor to move
past obtaining general knowledge, skills, and awareness about social justice principles.
Under this domain of competence a student should be able to critically examine how
systemic oppression, marginalization, and social injustices can have an impact on both
themselves and the clients/students they serve. The largest representation of questions in
this domain (25%) came from the Liberation Model, which is appropriate as this model is
based on the work of Paulo Freire (Steele, 2008).
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Examining power differentials, understanding the cause and impact of inequality,
and critically examining privilege and oppression are all themes that resonate in the work
of Friere (2000) and are reflected in the critical consciousness domain of SJC. Counselor
educators can look to Friere for guidance on developing curriculum that appropriately
promotes the development of critical consciousness in counselor trainees. Purely focusing
on activism as the road to SJC would not be appropriate. Friere (2000) posits that critical
reflection organizes thinking and leads people to a higher level of reality (p. 131). If
considering educators in the role of leader, denying students the right to critically reflect
on their perception of reality will impair their own capacity to think. But how can this be
mitigated in counselor education curriculum?
Administration, faculty, and students all play an important role in the
development of counseling curriculum that promotes development of critical
consciousness. Shin (2008) argues that educators are in a position to acknowledge their
role in an oppressive social structure that tends to ignore diversity in recruitment,
admissions, and retention. By identifying opportunities to challenge ineffective
approaches to increasing diversity (e.g., adding a diversity statement to a departmental
website) faculty can advocate for infusing social justice training into every stage of
education.
Resistance from those in administrative positions, such as department heads,
program coordinators, or tenured faculty can be reflective of the power differentials that
exist in academia. Ratts and Wood (2011) suggest that faculty advocating for increasing
focus on social justice build relationships with colleagues, acknowledge risks and costs of
changing coursework, and clearly communicate how social justice can be infused into
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counselor education. While some programs have taken the direction of completely
overhauling a program, infusing social justice principles and practices throughout
existing curriculum can be a way to promote programs to diverse populations and
increase retention rates of minority students while keeping the resources of a program in
mind. In light of the question posed in the SJCDI that asked if counselor supervisors
thought it was important that novice counselors completed coursework that included an
analysis of privilege and multiple oppressions (M = 3.76), it would seem to benefit
graduates of counseling programs that have elected to include social justice principles
and practices in coursework.
Once social justice principles and practice have been integrated into counselor
education programs, faculty can look to models of social justice competence, such as the
Liberation Model, for guidance on how to develop coursework. For example, the
Liberation model suggests that educators include lectures on social justice advocacy as it
relates to specific topics in a required course. To further illustrate this, an instructor in a
group counseling course could discuss how (if at all) marginalized populations are
portrayed in group therapy in movies and television. Students could then be required to
independently investigate how different cultures are represented in group counseling
literature and discuss their findings in a small group setting. Finally, students could be
directed to create a plan of action for how they might address social injustices within a
group counseling setting during internship.
Discussions that focus on oppression, marginalization, and social injustices can be
difficult and uncomfortable for students. It is important for faculty to promote classrooms
as a space where moving away from ones comfort zone is encouraged but acknowledging
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the boundaries that need to be maintained in order for students to feel safe in sharing
personal experiences and reflections. If faculty are unwilling to collaborate with students
and address the power differential that exists in a classroom, students may not feel
comfortable engaging in discussions that are meant to facilitate development of critical
consciousness.
Effects of demographics and professional characteristics

The analyses conducted to determine if supervisors perceived differences in the
identified areas of social justice competence according to demographic (age, gender, race,
region, and employment setting) and professional (type of program, degree obtained, and
years of experience) characteristics revealed only one significant result. The race of the
counselor supervisor had the greatest impact on the perceived importance of the empathy
and self-awareness domain. Post hoc analysis could not be conducted on this finding due
to the low number of individuals (n = 1) who identified as Hispanic or Latino, Native
American or American Indian, and Asian / Pacific Islander.
While it was not possible to run post hoc analysis, it was useful to know that
individuals who completed the SJCDI viewed items under the empathy and selfawareness domain at different degrees of importance. One might suspect that those who
identify as one of the non-white categories would feel stronger about the need for novice
counselors to be empathic and cognizant of their worldview, as those identifying as nonwhite may have personal experiences to draw from. But it would not be appropriate to
generalize from the results of this study due to the small sample size for many of the race
categories, as even the means for each would not reflect the general population.
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The absence of significant findings for the majority of the hypothesis could be
viewed through two lenses. Taking the position that the sample size was adequate for
MANOVA for the independent variables of degree program, age, gender, years of
experience, and region, the results suggest that each domain of competence is perceived
at similar levels of importance. Development of curriculum or suggested teaching
approaches may be able to be generalized across counselor education programs while
taking into consideration the three domains of competence identified as important by this
study.
An alternative view acknowledges the limitations imposed by a small sample size
on the results of this study. Looking at employment setting as an example of a
demographic characteristic that did not produce significant differences, it would not be
appropriate to assume that the two respondents from school counseling settings represent
an adequate proportion of the population of counselor supervisors working in elementary
or secondary education settings. In addition to the employment setting demographic
containing a small number of responses in at least one area, race and degree type sample
sizes did not meet the sample size assumption for MANOVA as there were not more
cases in each group as the number of dependent variables being analyzed.
Respondents identifying as female and those identifying as white/Caucasian were
disproportionately represented in the results. Results from analyses of the demographic
and professional characteristics of age, gender, region, type of program, and years of
experience represented in the final analysis may be adequate for the purpose of
MANOVA based on assumptions being met and small effect sizes, but should be
interpreted with caution.
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Counselor education curriculum

When reflecting on the results of this study in light of the theoretical framework
presented in Chapter 2, it is important to highlight the need for counselor educators to
address and incorporate social justice issues throughout a program of study. Movement
away from the banking concept of education and looking at the three domains of
competence identified as important by those working in the profession underscores the
need for social justice competence to remain a core area of competence for novice
counselors. Inclusion of social justice principles in counselor education programs can
take many forms.
Empathy and self-awareness are required topics to focus on in introduction to
counseling, counseling theory and practice, ethics, practicum, and internship courses.
Engaging students in reflective discussions that incorporate issues of privilege,
oppression, social injustices, and marginalization of populations would not be diverging
from the norm. Students should be aware that these issues can, and should, be part of
their self-examination and preparation for working with clients with an array of
backgrounds. Educators must be comfortable with allowing students to express concerns,
discuss the effects of bias and discrimination, and how understanding ones worldview
should not be limited to the scope of race, ethnicity, or nationality.
Discussions of how counselors can engage in social action can be incorporated in
courses that examine professional identity, ethics, and again in practicum and internship.
It is also necessary for educators to have an understanding of the scope of social action
and not limiting this area of competence to advocating at the highest level. As evidenced
by the results of this study, social action can be as simple as connecting clients with
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community resources. Making appropriate referrals is common in every specialty area of
counseling. For this reason, educators should engage with local agencies that offer
services to marginalized groups in order to provide specific information about these
resources to students who will likely be working in the same community.
Development of critical consciousness is an ongoing process for counseling
students, educators, and professional counselors. Collaboration between educators and
those working in the field can be mutually beneficial for various reasons. Establishing
relationships in the community can offer those conducting research with a connection to a
broader population. Students can be included in service learning activities before
practicum and internship that will enable them to have a better understanding of the type
of work that they could be doing as a counselor. Educators can work alongside practicing
counselors to effect change on a systemic level in agencies and schools that are mandated
to comply with government regulations or private sector guidelines.
Freire (2000) discusses dialogue in detail as a primary method of bridging gaps
between educators and students and fostering critical consciousness on both sides. He
takes the position that educators must personally address their own authoritarian position,
work to become humble, maintain hope, and engage in critical thinking. Politicians are
mentioned in tandem with educators, but for the purpose of this study administrators
could be equated to the politician. Freire states that “without dialogue there is no
communication, and without communication there can be no true education” (p. 93).
Increasing communication and engagement on all levels will ultimately help serve clients
and students better while allowing students, educators, and professional counselors to
support and encourage each other in developing critical consciousness.
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Limitations

The primary limitation in this study was the small sample size. Initially it was
proposed that the sample used for factor analysis would be limited to only counselor
supervisors. This area of the methodology was revisited and modified due to the low
number of responses from counselor supervisors over the course of seven months. After
some deliberation, it was determined that the initial factor analysis could be conducted
with no change in the proposed research questions if responses were used that included
those working in helping professions who may not have been supervisors. The reason for
this was the need to better understand the general domains of competence that would be
derived from the researcher-developed SJCDI, which could be reported by individuals
working in the field who may or may not have experience supervising or hiring novice
counselors. Broadening the parameters for the initial factor analysis substantially
increased the sample size and once the domains were identified, the focus was shifted
back to responses received from those who were working as, or had ever worked, as
counselor supervisors and/or had been involved in the hiring of novice counselors.
Further research is necessary to determine if the same domains of SJC would
emerge from only those reporting to be counselor supervisors. It may be that a larger
sample size of counselor supervisors would have an effect on how demographic and
professional characteristics would interact with the identified domains of SJC. As
mentioned, diversity was lacking in the demographic characteristics of race and gender.
Even a small increase in sample size may have an impact on the mean effects of race if
those responding fell into one of the categories that had one individual represented.
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Limiting the research questions to counselor supervisors may have also served as
a limitation. Due to the lack of empirical research in counseling that offers a deeper
analysis of SJC, adding to the counselor literature by reviewing the perceived importance
of SJC to counseling professionals across all specialty areas could have been the focus.
Survey fatigue may have been an unintended consequence of the method of delivery as
listserv-’s, social media, and personal emails are increasingly including requests from
students and researchers to compete surveys.
The length of the survey could also be viewed as a limitation. Although the
survey was shortened through pilot testing, a survey that takes more than 15 minutes to
complete may be passed by when sent through general email channels. Ideally, and with
the aid of the PAF conducted in this dissertation, the survey would be shortened to
around 50 questions and take no more than 15 minutes to complete. A shorter, condensed
survey may illicit more responses from counselor supervisors.
Finally, conducting quantitative research on a social justice topic may have been a
limitation. It is recommended that, due to the nature of the subject and the potential for
researcher bias, research on social justice principles and practice be qualitative in nature
(Fassinger & Morrow, 2013). While evaluating the SJCDI would need to be done through
quantitative methodology, a mixed method approach to this dissertation could have been
an alternative option. Once domains of competence had been identified by way of
principal factor analysis, focus groups consisting of counselor supervisors could have
offered a different view of which of the domains were perceived to be most important,
why, and how demographic and professional characteristics played a role in the
participants’ perceptions of SJC in counselor education.
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Recommendations for future research

This was the first study to analyze existing frameworks and domains of social
justice competence. As such, it was necessary to develop a survey that could be used to
address perceptions of the importance of SJC. Future research should work to validate the
SJCDI for use across the profession, which would require a substantial increase in the
sample size. Once this has been addressed, research could focus on developing a broader
understanding of how different populations perceive SJC. Questions on the SJCDI could
be modified to gauge how counselors would identify their own level of SJC or how
important areas of SJC are in general, rather than limiting it to novice counselors.
Research could also compare responses from counselors to responses from other helping
professional groups, such as counselor psychologists or social workers. In addition, the
SJCDI could be compared to other competence inventories that take a multicultural
focus.
Conclusion

The primary purpose of this study was to examine which areas of social justice
competence (SJC) counselor supervisors view to be important when hiring novice
counselors. Domains of SJC that emerged from the SJCDI included empathy and selfawareness, social action, and critical consciousness. Counselor supervisors did not view
one domain significantly more important than another based on demographic and
professional characteristics, with the exception of race. Although additional research
would need to focus on expanding sample size, the results of this study can aid counselor
educators in the process of infusing SJC across program curriculum by taking the
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domains of competence identified by counselor supervisors as important for novice
counselors to possess into consideration.
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Tables

Table 1.
Initial item communalities in principal axis factoring
Question
1
2
3
4
5
6
7
8
9
10
11

Framework/Model of Competence*
ACA Advocacy Competencies
ACA Advocacy Competencies
ACA Advocacy Competencies
ACA Advocacy Competencies
ACA Advocacy Competencies
Liberation Model
Liberation Model
Liberation Model
Liberation Model
Liberation Model
Liberation Model

12
13
14

Science-Practitioner-Advocate Model
Science-Practitioner-Advocate Model
Science-Practitioner-Advocate Model

.902
.887
.908

15
16
17

Science-Practitioner-Advocate Model
Science-Practitioner-Advocate Model
Science-Practitioner-Advocate Model

.794
.833
.717

18
19
20

Science-Practitioner-Advocate Model
Intergroup Dialogue
Intergroup Dialogue

.825
.867
.876

21
22
23

Intergroup Dialogue
Intergroup Dialogue
Intergroup Dialogue

.878
.817
.905

24
25
26

Intergroup Dialogue
Intergroup Dialogue
Relational-Cultural Theory

.889
.896
.872

27
28
29

Relational-Cultural Theory
Relational-Cultural Theory
Relational-Cultural Theory

.926
.925
.851

30

Relational-Cultural Theory

.888
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Initial Communalities
.849
.757
.811
.811
.808
.858
.895
.843
.839
.853
.820

31
32

Relational-Cultural Theory
Relational-Cultural Theory

.915
.935

33
34
35

Relational-Cultural Theory
Relational-Cultural Theory
Relational-Cultural Theory

.874
.898
.864

36
37
38

Dimensions of Social Justice Model
Dimensions of Social Justice Model
Dimensions of Social Justice Model

.852
.900
.893

39
40
41

Dimensions of Social Justice Model
Dimensions of Social Justice Model
Dimensions of Social Justice Model

.884
.916
.930

42
43
44

Dimensions of Social Justice Model
Multicultural & Advocacy Dimensions
Multicultural & Advocacy Dimensions

.863
.890
.852

45
46
47

Multicultural & Advocacy Dimensions
Multicultural & Advocacy Dimensions
Multicultural & Advocacy Dimensions

.852
.833
.777

48
49
50
51

Multicultural & Advocacy Dimensions
Multicultural & Advocacy Dimensions
Community Counseling Model
Community Counseling Model

.915
.892
.867
.907

52
53
54

Community Counseling Model
Community Counseling Model
Community Counseling Model

.881
.796
.896

55
56
57

Community Counseling Model
Social Empathy
Social Empathy

.891
.900
.859

58
59
60

Social Empathy
Social Empathy
Social Empathy

.843
.801
.849

61
62
63

Social Empathy
Social Empathy
Social Empathy

.878
.870
.861

64
65

Social Empathy
Integrated Social Justice Pedagogy

.892
.879
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66

Integrated Social Justice Pedagogy

.941

67
68
69

Integrated Social Justice Pedagogy
Integrated Social Justice Pedagogy
Integrated Social Justice Pedagogy

.862
.920
.920

70
71

Integrated Social Justice Pedagogy
Integrated Social Justice Pedagogy

.810
.876

Note. See Appendix for SJCDI questions.

Table 2.
Total initial variance explained by the twelve extracted factors of the SJCDI
Factor

Initial eigenvalues
% Variance
45.090

1

Total
32.014

2

6.408

9.026

54.115

3

2.775

3.909

58.024

4

2.211

3.115

61.139

5

1.881

2.649

63.788

6

1.669

2.350

66.138

7

1.517

2.136

68.274

8

1.333

1.877

70.151

9

1.149

1.618

71.769

10

1.091

1.537

73.306

11

1.044

1.471

74.777

12

1.021

1.437

76.214

Extraction method: Principal axis factoring
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Cumulative %
45.090

Table 3.
Importance of social justice competence domains and subdomains with means and
standard deviations
Social Justice Competence
Eigenvalue Factor
M
SD
domain/subdomain
Loading
32.057
4.35
0.18
Empathy & self-awareness
Novice counselors…
understand how their own
.678
4.69
.651
attitudes and beliefs can enter
into the client/student
therapeutic relationship
are able to connect with others
.647
4.60
.640
in a mutually empathetic and
empowering way
work to empower their
.609
4.56
.691
clients/students
are prepared to hear honest
.719
4.52
.728
responses from clients
value individual choices made by
.761
4.51
.689
clients/students
are able to increasingly relate to
.781
4.51
.715
others more empathically
are able to express empathy for
.710
4.50
.782
individuals who belong to
oppressed groups
are able to increasingly relate to
.760
4.47
.675
others more genuinely
are aware of how their own
.748
4.46
.814
values and beliefs shape their
conceptualization of a
client/student.
use culturally appropriate
.450
4.45
.822
interventions and strategies
are able to move beyond their
.463
4.44
.800
own ethnocentric ways of
viewing the world
are able to self-reflect in order to
.809
4.41
.854
understand the perspectives of
clients/students.
have a critical awareness of
.504
4.40
.747
their personal worldview
work to understand the
.663
4.39
.870
worldview of others
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possess empathetic insight and
understanding around
differences that exist among
social groups
have developed a critical
awareness of one’s own social
identity
understand how the
client’s/student’s worldview
shapes how they perceive their
presenting problem
are responsive to clients’ social
identities
understand the intersections of
their personal experiences with
varying systems of knowledge
and education
are willing to collaboratively
share power with clients
promote empowerment in order
to equip clients with tools to selfadvocate
are able to identify positive
environmental resources that are
available to a client/student
understand the complexities of
broaching issues of difference
with their clients
understand their commonalities
and differences with clients
served
are able to identify
environmental factors that affect
clients/students
are able to identify relationships
in the context of clients’ cultural
identities
have examined their own
identities for areas in which they
hold certain privileges
know how to help
clients/students develop selfadvocacy skills
work to empower their
clients/students.
110

.630

4.36

.803

.409

4.36

.811

.696

4.35

.750

.580

4.35

.798

.585

4.32

.826

.533

4.29

.773

.510

4.27

.763

.663

4.27

.765

.699

4.27

.812

.516

4.27

.824

.536

4.26

.778

.425

4.23

.784

.541

4.21

1.024

.418

4.20

.825

.624

4.20

.884

have examined their own
identities for areas in which they
have been marginalized
recognize that empathy is limited
by the absence of context
6.213
Social Action
Novice counselors…
are able to think beyond
symptom reduction to aid in
improving the adverse impact of
cultural oppression,
marginalization, and social
injustice
work to bring marginalized
individuals back into the
mainstream of social interaction
in their school or community
explore ways of working together
toward greater equity and justice
can identify the social, political,
and/or economic conditions that
influence a client’s/student’s
presenting concern
have a desire to take action to
improve societal well-being
are able to think beyond
remedial helping interventions to
aid in ameliorating the adverse
impact of cultural oppression,
marginalization, and social
injustice
are able to step outside the
traditional counseling setting to
advocate with and on behalf of
an issue that affects clients
assist clients in understanding
how change takes place in an
organization
facilitate efforts to increase the
power of marginalized groups to
strive for needed social changes
increase community
responsiveness to the needs and
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.636

4.16

.964

.341

3.69

1.082

3.43

.331

.675

3.81

1.051

.491

3.79

.959

.614

3.79

1.016

.571

3.77

1.060

.695

3.66

1.091

.770

3.65

1.044

.762

3.50

1.119

.679

3.43

1.034

.760

3.35

1.066

.803

3.28

1.154

rights of marginalized
individuals
are able to intervene and change
unjust social conditions
collaborate with policy makers
and/or community agencies
working toward societal change
are able to teach clients tactics
for community organization
seek to transform social
structures through social
activism
advocate for client’s/student’s at
the legislative level
2.615
Critical Consciousness
Novice counselors…
are able to recognize that power
differentials exist across racial,
ethnic, and gender identities
understand the sources of bias in
psychological assessment and
diagnosis
are aware that disconnection can
occur if a counselor ignores
social injustices that contribute
to client discourse
are able to examine how
counseling principles intersect
with cultural principles
understand the power
differentials that exist between
groups
are able to recognize how a
client/student has been affected
by oppression, injustice, and/or
marginalization
understand the causes and
impacts of inequitable
educational opportunities
are able to assess the impact of
oppressive conditions on
client/student populations
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.740

3.19

1.080

.678

3.17

1.037

.732

3.03

1.174

.889

2.99

1.198

.859

2.79

1.187

3.93

.237

.498

4.40

.862

.394

4.24

.860

.536

4.22

.875

.635

4.19

.897

.500

4.15

.867

.575

4.10

1.023

.469

4.01

.822

.590

3.98

.943

are able to examine dominate
cultural themes in the United
States
understand the causes and
impacts of income equality
are able to understand what
differences between dominant
and non-dominant groups’
means for social justice
are able to recognize when a
client/students’ behaviors and
concerns reflect a response to
systemic and/or internalized
oppression
understand the historical context
and dynamics of oppression
completed coursework that
included an analysis of privilege
and multiple oppressions
are able to examine how
counseling ideologies intersect
with political ideologies
are able to examine dominate
political themes in the United
States

.581

3.94

.901

.645

3.94

.910

.654

3.86

.971

.542

3.83

.845

.571

3.83

1.023

.537

3.76

1.209

.453

3.58

1.039

.597

3.55

1.027

Table 4.
Demographic characteristics of counselor supervisors
Variable
Place of employment (N = 108)
School (elementary or
secondary)
College/University-counseling
center
College/University-Faculty
College/Universityadministration
Healthcare/Hospital setting
Public or private agency
Federal government

n

Valid %

2

1.9

7

6.5

24
3

22.2
2.8

6
37
2

5.6
34.3
1.9
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Self-Employed/Contract worker
Retired
Other

18
2
7

16.7
1.9
6.5

68
40
1

62.4
36.7
.9

Yes
No

66
42

61.1
38.9

Female
Male
Cisgender female
Cisgender male
Other

76
21
4
2
5

70.4
19.4
3.7
1.9
4.6

Northeast
Midwest
South
West

61
6
24
18

56
5.5
22
16.5

White
Hispanic or Latino
Black or African American
Native American or American
Indian
Asian / Pacific Islander
Multiracial
Would rather not say

92
1
9
1

85.2
.9
8.3
.9

1
2
2

.9
1.9
1.9

21-30 years old
21-40 years old
41-50 years old
51+ years old

7
25
17
44

7.5
26.9
18.3
47.3

Years of experience (N = 109)
0 to 4 years

8

7.3

Degree Type (N = 109)
MS/MA
Doctorate
Professional
Graduated from
CORE/CACREP (N = 108)

Gender (N = 109)

Region (N = 109)

Race (N = 108)

Age (N = 93)
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5 to 9 years
10 to 14 years
15 to 19 years
20+ years

11
17
19
54

10.1
15.6
17.4
49.5

Table 5.
Box’s test of the assumption of equality of covariance matrices

Variable
Age
Employment setting
Region
Race
Gender
Degree type
CORE/CACREP program graduate
Years’ experience

P
.66
.28
.20
.20
.36
.16
.30
.09

Table 6.
MANOVA for demographic and professional characteristics

Effect
Age
Employment
setting
Region
Race
Gender
Degree type
CORE/CACREP
program graduate
Years’ experience
*p < .006

N
71
80

Λ
.055
.602

F
1.23
1.34

Df1
117
27

Df2
87.8
199

P
.158
.101

N2
.620
.156

81
80
80
81
80

.821
.550
.863
.930
.992

1.71
2.63
1.91
.935
.212

9
18
6
6
3

183
201
150
152
76

.090
.001*
.082
.472
.888

.063
.181
.071
.036
.008

81

.237

.803

102

133

.877

.381
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Table 7.
Questions included in SJCDI by framework
Framework/Model of SJC

Domains of
Social
Justice
Competence
Empathy &
SelfAwareness
2

ACA Advocacy Competencies

Social
Action

Critical
Consciousness

1

1

Liberation Model

0

0

4

Science-practitioner Model

2

1

3

Intergroup Dialogue

3

2

2

Relational-cultural Theory

7

2

1

Dimensions of Social Justice

2

2

0

Integrated Social Justice Pedagogy

5

1

1

Multicultural and Advocacy Dimensions
Model
Community Counseling Model

4

2

0

2

3

1

Social Empathy

4

1

3

31

15

16

Total
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Appendix. Survey
Social Justice Competence Desirability Inventory (SJCDI)
Demographic Questions
1. What is your age?
2. Employment Status: Are you currently working at a…?
School (elementary or secondary)
College/University-Counseling center
College/University-Faculty
College/University-Administration
Healthcare/Hospital setting
Public or private agency (e.g., community mental health, vocational rehabilitation)
Corporate Environment
Federal Government
Detention Center
Self-Employed/Contract worker Retired
Other (please indicate)
3. Work Experience. How many years of counseling work experience do you have?
4. Have you ever worked, or are you currently working, in a supervisory role?
Yes/No
5. Have you ever worked, or are you currently working in a supervisory role where
you were/are involved in the hiring process? Yes/No
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6. What is the highest degree or level of school you have completed? If currently
enrolled, highest degree received.
Associate degree
Bachelor’s degree
Master’s degree
Professional degree
Doctorate degree
7. What is your degree in? ___________________________________
8. Did you graduate from a CORE or CACREP accredited program?
Yes/No
9. Have you received training in or taken a course focused on social justice in
counseling?
Yes/No
10. In what region of the United States do you work?
Northeast (CT, MA, ME, NH, RI, VT, NJ, NY, PA)
Midwest (IN, IL, MI, OH, WI, IA, NE, KS, ND, MN, MO, SD)
South (DE, DC, FL, GA, MD, NC, SC, VA, WV, AL, KY, MS, TN, AR, LA, OK,
TX)
West (AZ, CO, ID, NM, MT,UT, NV, WY, AK, CA, HI, OR, WA)
11. Ethnicity origin (or Race): How would you classify yourself?
White
Hispanic or Latino
Black or African American

118

Native American or American Indian Asian /
Pacific Islander
Multiracial
Would rather not say
Other
12. Gender: How would you identify yourself? ____________(open ended)

Using the below 5-point Likert scale, please select the response option that best
describes your opinion of the following statements as they apply when hiring a
novice counselor at your agency/school.
1=not at all important
2=slightly important
3=moderately important
4=very important
5= extremely important
For purposes of this study, “novice counselors” are defined as any individual who has
graduated from a counseling program within the past 5 years.
1. Novice counselors are able to recognize when a client/students’ behaviors and
concerns reflect a response to systemic and/or internalized oppression.
2. Novice counselors know how to help clients/students gain access to needed resources.
3. Novice counselors collaborate with policy makers and/or community agencies working
toward societal change.
4. Novice counselors are able to identify environmental factors that affect
clients/students.
5. Novice counselors know how to help clients/students develop self-advocacy skills.
6. Novice counselors’ are able to examine dominate cultural themes in the United States.
7. Novice counselors are able to examine dominate political themes in the United States.
8. Novice counselors are able to examine how counseling principles intersect with
cultural principles.
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9. Novice counselors are able to examine how counseling ideologies intersect with
political ideologies.
10. Novice counselors are able to identify factors that initiate and perpetuate barriers to
client success.
11. Novice counselors are able to develop a plan of action to address conditions that
negatively affect client success.
12. Novice counselors understand the causes and impacts of income equality.
13. Novice counselors understand the causes and impacts of health disparities.
14. Novice counselors understand the causes and impacts of inequitable educational
opportunities.
15. Novice counselors understand the sources of bias in psychological assessment and
diagnosis.
16. Novice counselors have developed a critical awareness of one’s own social identity.
17. Novice counselors are willing to collaboratively share power with clients.
18. Novice counselors are able to teach clients tactics for community organization.
19. Novice counselors understand the historical context and dynamics of oppression.
20. Novice counselors are able to assess the impact of oppressive conditions on
client/student populations.
21. Novice counselors are able to intervene and change unjust social conditions.
22. Novice counselors understand their commonalities and differences with client’s
served.
23. Novice counselors explore ways of working together toward greater equity and
justice.
24. Novice counselors have a critical awareness of their personal worldview.
25. Novice counselors work to understand the worldview of others.
26. Novice counselors are able to identify relationships in the context of clients’ cultural
identities.
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27. Novice counselors are able to think beyond symptom reduction to aid in improving
the adverse impact of cultural oppression, marginalization, and social injustice.
28. Novice counselors are able to think beyond remedial helping interventions to aid in
ameliorating the adverse impact of cultural oppression, marginalization, and social
injustice.
29. Novice counselors are able to connect with others in a mutually empathetic and
empowering way.
30. Novice counselors are aware that disconnection can occur if a counselor ignores
social injustices that contribute to client discourse.
31. Novice counselors understand the complexities of broaching issues of difference with
their clients.
32. Novice counselors are prepared to hear honest responses from clients.
33. Novice counselors are able to increasingly relate to others more genuinely.
34. Novice counselors are able to increasingly relate to others more empathically.
35. Novice counselors are responsive to clients’ social identities.
36. Novice counselors are able to move beyond their own ethnocentric ways of viewing
the world.
37. When working as group leaders, novice counselors are able to focus their efforts on
helping clients/students understand the role culture plays in conceptualizing
problems.
38. When working as group leaders, novice counselors are able to focus their efforts on
helping clients/students understand the role culture plays in group conflict.
39. When working as group leaders, novice counselors are able to focus their efforts on
helping clients/students understand the role culture plays in the relationships formed
between group members.
40. Novice counselors promote empowerment in order to equip clients with tools to selfadvocate.
41. Novice counselors are able to step outside the traditional counseling setting to
advocate with and on behalf of an issue that affects clients.
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42. Novice counselors assist clients in understanding how change takes place in an
organization.
43. Novice counselors are aware of how their own values and beliefs shape their
conceptualization of a client/student.
44. Novice counselors understand how the client’s/student’s worldview shapes how they
perceive their presenting problem.
45. Novice counselors use culturally appropriate interventions and strategies.
46. Novice counselors work to empower their clients/students.
47. Novice counselors work with school staff and/or community agencies to help
alleviate a client’s/student’s presenting concern.
48. Novice counselors advocate for client’s/student’s at the legislative level.
49. Novice counselors can identify the social, political, and/or economic conditions that
influence a client’s/student’s presenting concern.
50. Novice counselors are able to help a client/student define issues in an empowering
way.
51. Novice counselors are able to recognize how a client/student has been affected by
oppression, injustice, and/or marginalization.
52. Novice counselors are able to identify positive environmental resources that are
available to a client/student.
53. Novice counselors work to bring marginalized individuals back into the mainstream
of social interaction in their school or community.
54. Novice counselors facilitate efforts to increase the power of marginalized groups to
strive for needed social changes.
55. Novice counselors increase community responsiveness to the needs and rights of
marginalized individuals.
56. Novice counselors are able to express empathy for individuals who belong to
oppressed groups.
57. Novice counselors are able to recognize that power differentials exist across racial,
ethnic, and gender identities.
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58. Novice counselors possess empathetic insight and understanding around differences
that exist among social groups.
59. Novice counselors recognize that diversity is not conducive to empathy.
60. Novice counselors recognize that empathy is limited by the absence of context.
61. Novice counselors are able to self-reflect in order to understand the perspectives of
clients/students.
62. Novice counselors have a desire to take action to improve societal well-being.
63. Novice counselors understand the power differentials that exist between groups.
64. Novice counselors are able to understand what differences between dominant and
non- dominant groups’ means for social justice.
65. Novice counselors value individual choices made by clients/students.
66. Novice counselors seek to transform social structures through social activism.
67. Novice counselors completed coursework that included an analysis of privilege and
multiple oppressions.
68. Novice counselors have examined their own identities for areas in which they have
been marginalized.
69. Novice counselors have examined their own identities for areas in which they hold
certain privileges.
70. Novice counselors understand the intersections of their personal experiences with
varying systems of knowledge and education.
71. Novice counselors understand how their own attitudes and beliefs can enter into the
client/student therapeutic relationship.
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